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ABSTRACT 
This study investigates practices of early childhood development (ECD) 
practitioners for children from three to five years in three ECD centres situated 
within the municipal boundaries of Buffalo City, East London. It does so by 
posing the following questions: What are the practices of ECD practitioners for 
children from three to five years in developing learners’ oral language and 
physical intelligence. This study, using a qualitative approach and Qualitative 
methods for data collection were used, that is semi-structured interviews and 
classroom observations. 
 
The findings reveal that for oral language development, storytelling and children 
sharing news seemed to be the most used practices. However, the practitioners 
in this study seemed to severely lack understanding of their selected practices. 
Practices for developing children’s physical intelligence included free play, which 
was unsupervised. Practitioners seemed not to have an understanding of 
constructive play which is very important for the development of learners’ 
physical intelligence. One of the factors reported to be the cause of the poor 
quality of their practices was the critical shortage of funding for practitioners’ 
professional training. Moreover, shortage of funds also contributed to poor and 
inappropriate infrastructure and a lack of resources and teaching aids. This study, 
therefore, recommends that the quality of ECD programmes could be one of the 
prime contributors to the quality and effectiveness of ECD provisioning.   
     Keywords: practices, ECD, three to five years, oral language, physical   
                development 
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CHAPTER ONE 
INTRODUCTIONTO AND BACKGROUND OF THE STUDY 
1.0INTRODUCTION 
This chapter presents the background to and the significance of the study. It also 
gives an outline of the research problem, research questions and the purpose of this 
study. Key concepts are defined and the delimitation of the study is also explained. 
The chapter ends with an outline of the chapters for the study. 
1.1BACKGROUND TO THE STUDY 
Literature on ECD conceptualises the term in various ways. For example, the South 
African Children’s Act conceptualises ECD as ‘an umbrella term which is applied to 
the processes by which children from birth to nine years of age grow and thrive, 
physically, mentally, emotionally, morally and socially’ (South Africa, DSD, 2006). 
Participating in ECD programmes should, therefore, expose children to a very holistic 
approach to learning. According to the World Bank(2011), ECD programmes are 
known to benefit children, families and communities and encourage higher levels of 
social and economic functioning. This is supported by Atmore (2012:14) who cites 
that “International research, corroborated by a range of South African studies, shows 
empirical evidence that good quality early childhood development experiences 
produce significant social, economic and developmental benefits to children, families 
and communities.” For example, holistic ECD programmes are identified as having 
the potential to contribute in many ways to reduce crime and poverty and the 
economic benefit is the enabler for parents to go back to work and earn that extra 
income to support their families. 
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In South Africa most research on ECD has focused mainly on the age group six to 
nine years (Banda, 2000; Fleisch, 2008; Hoadley, 2003; Jansen, 1999). However, 
with the establishment of the South African Journal of Childhood Education around 
2011, there is now emerging research focusing on the age group below six years old.  
The recent study by Ebrahim, Killanb, & Rulec (2011) focusing on the age group 
below six years revealed that early childhood development in the second decade of 
democracy in South Africa is characterised by the challenge of providing suitable and 
relevant programmes for poor and vulnerable children. A myriad of children are 
placed in poorly run centres that contribute little to the preparation and grooming of 
the country’s youth for later growth and development in their social skills and 
educational capabilities (ibid).Champion (2010) also argues that “the vast majority of 
South African children are disadvantaged by a cognitive developmental lag caused by 
a lack of adequate foundation schooling. This results in young people having some of 
the poorest literacy and numeracy skills. This has been found to be more prevalent in 
the rural areas. Saxix (2007) also claims that many South African children face 
considerable barriers to learning that include poverty, poor facilities, over large 
classes, a lack of facilities and resources, illness and family problems. On this issue, 
Saxixi (2007) contends that “If we don’t improve community access to a decent 
education in South Africa, the next generation faces a very uncertain future.” 
 
The term ‘ECD centre’ may refer to a crèche, day care centre, playgroup or 
after-school centre and they can be either home-based or community-based in low 
socio economic areas catering for children from birth to four years of age (DSD, 
2006).A study conducted by Williams, Samuels, Mouton, Ratele, Shabalala, Shefer, & 
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Strebel (2001) revealed that some of the ECD centres in South Africa are not 
registered or even accredited. This is contrary to section 30(2) of the Children’s Act 
whereby it is defined that a place of care must be registered so as to ensure that 
quality in service is adhered to and maintained. Moreover, there is an expanding body 
of international empirical research which postulates the benefits of providing 
structured and accredited ECD services to pre-school children. The benefits include 
providing appropriate stimulation, nutrition, and care and health services during this 
critical developmental period which then results in increased primary school 
enrolment, enhanced school performance, lower repetition and drop-out rates, 
reductions in juvenile crime rates, reduced remedial, medical and welfare costs and 
improved economic and social productivity indicators (Williams et al., 2001). 
 
The challenges of ECD provisioning also include an under-skilled workforce with low 
pay and poor conditions of service (Biersteker, 2008).Two recent international 
conferences focusing on early childhood development in Africa also underscored the 
importance of human resource development in this field (Hyde and Kabiru, 2003). 
Unicef (2005) believes that ECD programmes have the potential to produce positive 
and lasting effects on children but will fail in reaching this potential unless more 
attention is paid to ensuring that all programmes meet the highest standards of 
quality. As the number and type of ECD programmes increase, the need arises for a 
shared national vision with agreed-upon standards of professional practice. The 
responsibility of an ECD practitioner is to design quality programmes that help guide 
and develop children holistically in the approach to learning. The programmes should 
include curricula education and meaningful play as children learn through play. The 
knowledge, skills and practices of early childhood educators are extremely important 
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factors in determining how much a young child learns and how prepared that child is 
for entry into school (Sheridan et al., 2009). There is, therefore, a need to provide a 
qualification path for ECD practitioners something that is crucial to child development 
(Irvine, 2009). The ratio of teachers to children is also important as this will affect the 
quality of the practice that is being provided. Browne (2008) andCarter & Curtis (1994) 
believe that teaching is a complex task requiring continual on-the-spot decision 
making (cited in Machado & Botnarescue, 1997). Therefore, the practitioner’s 
competency in the provision of teaching methods will impact on and influence a 
child’s progress through school and later life. However, because of the under-skilled 
ECD practitioners in South Africa, many previously disadvantaged children, and 
especially those in impoverished rural areas, are still not being exposed to quality 
early childhood development practices.  For example, Williams et al.(2001) 
highlighted the language practices of some of the ECD practitioners. The dominance 
of English as the language of instruction across sites and provinces, seemingly 
irrespective of the home languages of the learners, was found to be a major concern.  
 
Literature also affirms that huge backlogs exist in Government policies for ECD. ECD 
faces considerable challenges in addressing the legacy of historical inequalities 
which are still evident in this sector today. These inequalities include historical 
infrastructure backlogs, lack of uniformity in the design of ECD facilities, limited 
infrastructural support to NGOs, poor monitoring of infrastructure and weak planning, 
all of which have contributed to the enfeebled state of ECD infrastructure in South 
Africa (ECDLC, 2012).Moreover, differences between provinces also reflect past 
discriminatory practices and access to needed resources. According to the 
conceptual model that Howes and Smith (1995) proposed, better classroom quality 
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with appropriate teaching aids encourages more positive teacher–child relationships 
and helps children engage in developmentally appropriate learning activities (cited in 
Jeon et al., 2010). Children learn more when they enjoy or are interested in what they 
do. In terms of ECD services regulation guidelines, ECD premises and equipment 
must be safe for young children to allow them to appreciate their learning 
environment and the place should be clean and well maintained to prevent any health 
risks. Children must have enough space to move around freely and explore the 
environment in safety to make them feel secure and the premises should be bright 
and welcoming to children (South Africa, DSD, 2006). It is found that Insalubrious 
conditions opposing these guidelines tend to appear mainly in disadvantaged ECD 
centres. 
 
The National ECD policy has also been found to be flawed. The system does little to 
increase access to or improve the quality of ECD programmes. Government resource 
allocation is miniscule and the implementation plans, where they exist in the 
provinces, are severely flawed. In the policy there is no state provision, only 
state-assisted provision with minimal financial support (Atmore, 2012). A little more 
than one percent of the education budget is allocated to the early years and this has 
led ECD services in low socio economic areas to be placed in a state of devastation. 
Hornby (2005) in her examination of policy found that there is reference to 
collaborative programming between education, health and welfare departments, but 
little direction and no funding specification is suggested. She further found that ECD 
has been a split responsibility, mainly among Social Development, Education and 
Health without any firm strategy, and that this shared responsibility concept inevitably 
has weakened its performance.  
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In the light of the above discussion there, is therefore, a desperate need to have ECD 
facilities upgraded in respect to infrastructure, equipment and investment in the 
training of staff to produce quality practitioners, all of which are equally important as 
they play a major role in early childhood development. A full range of quality services 
is very costly but necessary to establish a strong, sound and integrated ECD 
provision (Ilifalabantwana, 2011).Poverty is rife in impoverished communities and 
parents are hardly able to support themselves let alone pay for their children to enroll 
for early developmental training. Funding from parents’ fees, therefore, is not an 
option and with the lack of suitable Government funding one is faced with a crisis that 
needs to be addressed with extreme urgency should we wish to see any major 
improvement in the education andelevationof the youth of this country. 
 
Lynch (2004 and 2005) as cited in Paciorek (2007) suggest that the characteristic of a 
high-quality ECD programme should contain well-educated and trained staff; a low 
child-to-teacher ratio; a rich curriculum that emphasizes language, pre-literacy, and 
pre-numeracy activities, as well as motor, emotional, and social development; health 
and nutritional services; and lots of structured and unstructured play. Moreover it 
should also include parental involvement. On the issue of parental involvement 
literature, Champion(2010) and Ebrahim, Killanb & Rulec (2011) caution that, with so 
many of their parents struggling with illiteracy and poverty, the learning environment 
at home and in the community is less than ideal as a platform for educational 
enhancement. 
While still on the characteristic of a high quality ECD programme, evidence also 
suggests the promotion of ‘low-cost programmes have been cynically used to lower 
investment in primary education, and the uptake of primary education has actually 
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fallen where such ECD programmes have been implemented (Rosenberg, 2000, 
cited in Penn, 2002).Most provisions in the global South have been found to be 
entrepreneurial, uneven, often of very poor quality, and concentrated in urban areas. 
The absence of government interest or funding for early childhood education and 
care (ECEC) in much of the global South has steered the advocacy for initiatives and 
projects in ECEC to be led by INGOs (International nongovernmental organizations) 
and charities (Penn, 2011). 
 
Literature discussed above has shown that quality, care and education in early 
childhood care is beneficial to children’s growth and development throughout their 
lives. Moreover literature also confirms that the quality of ECD services can be 
correlated to qualification standards of teachers or practitioners, infrastructure, 
parental involvement and teaching resources. These components are the glue that 
makes a substantial difference, without which quality development is lost.  
 
1.2STATEMENT OF THE PROBLEM 
In South Africa many children from birth to five years from low socio economic 
contexts are still not being exposed to quality early childhood development (ECD) 
practices (Ebrahim, Killian & Rule, 2011; Ebrahim, Killan & Rule (2001);Irvine, 2009; 
Porteus, 2004 and Sheridan et al., 2009).  Literature that explored the practices of 
ECD practitioners in these contexts found that: ECD practitioners’ practices revealed 
that they lack sufficient knowledge of early childhood practice and that they are ill 
informed in the design of quality programmes that can help guide and develop 
children into a holistic approach to learning and development; some day care centres 
in rural areas are either with or without proper daily programmes to teach; and their 
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practices have been found to include language practices that support the dominance 
of English as the language of instruction across sites and provinces, irrespective of 
the home languages of the learners. The implications of these practices are that 
children are not provided with meaningful opportunities to support their physical, 
mental, emotional, spiritual, moral and social development.    
 
Although there seems to be evidence of studies investigating ECD provisioning and 
practitioners practices for young children from birth to five years, most studies were 
conducted in the Western Cape, Free State and Kwa Zulu Natal. There is little or no 
research conducted in the Eastern Cape Province. Little is known about the inner 
workings and practices of ECD practitioners in the Eastern Cape and more especially 
in East London’s low socio economic contexts ECD centres for children between 
three to fiveyears. This situation has led the researcher to pose research questions to 
rectify the matter. 
 
1.3 RESEARCH QUESTIONS 
1.3.1Main research question 
What are the types of practices ECD practitioners engage in to support children 
from three to five years in three Buffalo City Municipality’s ECD centres in low 
socio economic contexts? 
 
1.3.2 Sub-research questions 
 What are the types of practices early childhood practitioners engage in to 
support children from three to fiveyears in low socio economic contexts to 
9 
 
acquire physical intelligence? 
 What are the types of practices early childhood practitioners engage in to  
support children from three to five years in low socio economic contexts to  
acquire oral language? 
 What are the practitioners’ reasons for the selected practices? 
 What factors challenge the ECD practitioners in the implementation of the  
selected practices? 
 
1.4PURPOSE OF THE STUDY 
The purpose of the study is to explore and understand the practices of ECD 
practitioners in disadvantaged day care centres for children from three to five years 
by exploring practitioners’ practices for developing children’s oral language and 
physical intelligence to assist them in reaching holistic development in the face of all 
the challenges they face. 
 
1.5OBJECTIVES OF THE STUDY 
Based on the broad statement of purpose, the objectives of the study are as follows: 
 
 to explore and understand the types of practices early childhood practitioners 
engage in to support children from three to five years in low socio economic 
contexts to acquire physical intelligence; 
 to explore and understand the types of practices early childhood practitioners 
engage in to support children from three to five years in low socio economic 
contexts to acquire oral language skills; 
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 to understand the underlying reasons and beliefs for practitioners’ choices of 
practices; and 
 to understand the factors challenging the ECD practitioners in their practices. 
 
1.6RATIONALE OF THE STUDY 
Within my capacity as a volunteer of the Tzu Chi Foundation, I have worked very 
closely with disadvantaged communities and have visited various day care centres in 
low socio economic areas within South Africa. The reality of the situation and its 
impact on development and education in the country was made very much more 
apparent to me through this experience, particularly within the rural and urban 
settlement areas where there is a very apparent lack of infrastructure, daily 
programmes, and qualified practitioners set aside for the purpose of Early Childhood 
Development.  
 
The underlying factor and common denominator is that children are not being 
exposed to a holistic approach to basic knowledge in that very important early 
development stage of their lives. These poor conditions inevitably lead to the children 
being left to their own devices for play and amusement, and, when they tire, they 
sleep without the comfort of mattresses and blankets due to the lack of amenities and 
bare essentials.  
 
All that is alluded to in the problem statement revolves around funds or, more aptly 
put, the lack thereof. Therefore, there is a desperate need to prioritize and upgrade 
the ECD system using whatever means and methods are available. Hornby (2008) 
points out that with the increased need for early childhood services, especially for 
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black children, NGOs adopted and replicated the European pre-school model that 
was serving middle and upper class white children. With no support from Government, 
NGOs secured funds from mostly international agencies to provide these services in 
partnership with local communities. NGOs not only increased access to early 
childhood development for disadvantaged children but also lobbied Government for 
support in this sector. 
 
1.7SIGNIFICANCE OF THE STUDY 
The findings of this study are aimed at making a significant contribution to a greater 
understanding of the successes and challenges faced by ECD practitioners in 
disadvantaged communities. Understanding their world would help in influencing their  
classroom practices through suggesting and recommending ways in which they could 
improve, and also in identifying best practices that could be shared with other ECD 
practitioners on holistic teaching and learning practices. Also policy makers, NGOs 
and government officials may hear the voice of people at the grassroots levels of the 
countless problems that present themselves daily and highlight what essentially is 
needed to solve the predicament of ECD in disadvantaged areas. 
 
1.8DELIMITATION OF THE STUDY 
This study focused on three black township ECD day care centres for children in the 
age groupthree to fiveyears. These centres are situated in the Buffalo City Municipal 
area in the province of the Eastern Cape. The centres are in isiXhosa background 
localities. 
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1.9 DEFINITION OF THE KEY CONCEPTS 
The concepts defined below reflect the context in which they are used in the study: 
 
 ECD 
The South African Children Act conceptualises ECD as ‘an umbrella term’ that  
is applied to the processes by which children from birth to nine years of age grow 
and thrive, physically, mentally, emotionally, morally and socially’ (South Africa, 
DSD, 2006). 
 
 ECD PRACTITIONER 
      “The term ECD practitioner had its origin in the mid 1990s. At that time  
      the intention was to prevent workers in ECD centres being referred to as  
      caregivers while formally qualified workers were known as teachers.  
      Subsequently, however, legislation and policy by the Department of  
      Education began to use the term ‘educator’ for professionally qualified  
      workers while practitioner was tended to be used to refer to less qualified  
      or unqualified centre staff” (ECDLC, 2011). 
 
 ECD CENTRE 
An ECD centre can refer to a crèche, day care centre, playgroup or 
after-school centre and can be either home-based or community-based in 
disadvantaged areas for children from birth to four years old(DSD, 2006). 
 
 APPROACHES 
Comprise various theories of child development and behavior, such as 
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psychoanalytic, behavioral, maturational and cognitive; multiple intelligences 
and socio-cultural theories which offer competing explanations of a child’s 
development and thus suggests different approaches to the education and 
care of young children (Carton and Allen, 2003). 
 
 PRACTICES 
 These are planned activities designed to promote the emotional, mental,  
spiritual, moral, physical and social development of children from birth to nine  
years (DoE, 2001). 
 
 ORAL LANGUAGE 
Oral language, the complex system that relates sounds to meanings, is made 
up of three components: the phonological, semantic and synatactic (Lindfors, 
1987 cited in Genishi, 2013) 
 
 PHYSICAL INTELLIGENCE  
Physical intelligence is the ability to move well and to listen to and 
acknowledge deep seated physical signals. It involves gross motor, fine motor 
muscles and sensory-perceptual development (Essa, 2003) 
 
 LOW SOCIO ECONOMIC CONTEXTS 
Measure of a person’s work experience and of an individual’s or family’s 
economic and social position in relation to others, based on income, education, 
and occupation. The character of people who live in low socio economic 
environmental areas are usually subject to a much lower earning income than 
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others and consequently possess little or no educational background 
( Wikipedia).  
 
1.10OUTLINE OF THE STUDY 
Chapter One: This chapter introduces the context of the study and states the 
research problems, research questions, research objectives, significance of the study, 
theoretical framework, ethical considerations and the limitations of the study.  
Chapter Two: This chapter presents a review of the literature relating to practices in 
early childhood development.  
Chapter Three This chapter presents and justifies the research methodology used in 
this study. 
Chapter Four: In this chapter data collected is presented and analysed. 
Chapter Five In this chapter findings are discussed, conclusions drawn, and 
recommendations arising from the study are made. 
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CHAPTER TWO: LITERATURE REVIEW 
2.0INTRODUCTION 
This chapter provides a review of relevant literature with respect to the practices of 
practitioners in ECD. This is achieved by a comprehensive examination of 
international and local literature in relation to the topic.  
 
The review of literature in this chapter is structured into four sections. The first section 
provides a conceptual framework for this study. This is done by conceptualizing the 
notion of ECD and the provisioning of ECD programmes in South Africa. This section 
further discusses the concepts ‘practices’ and ‘developmentally appropriate practices’ 
in ECD provisioning. In the second section, the researcher engages with what 
literature has articulated as developmentally appropriate and quality practices with 
specific references to supporting children between three to fiveyears of age to acquire 
oral language and physical intelligence. The researcher in the third section 
incorporates Bourdieu’s concept of ‘habitus’ as a framework to highlight the 
significance of understanding ECD practitioners’ practices within a social context. The 
final section provides the conclusion to the literature review.  
 
2.1 CONCEPTUAL FRAMEWORK 
The main features of this study are conceptualized in the following framework: 
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2.1.1 Conceptualisation of ECD:  International and South African perspective 
As previously mentioned in the background to the study in chapter one,the South 
African Children Act conceptualises ECD as ‘an umbrella term’ that is applied to the 
processes by which children from birth to nine years of age grow and thrive, 
physically, mentally, emotionally, morally and socially’( DSD, 2006) . In the decades of 
research by neuroscientists and others it has been found that a child’s foundation for 
behaviour and learning, consistent for the rest of their lives, is propagated in the early 
years (Jackman, 2012). According to Gabbard & Rodrigues (2002), the better the 
child’s nurturing, the better it is for their future prospects in development. 
 
Early childhood education is widely acknowledged as one of the most critical areas of 
intervention in education. Official policy defines early childhood development (ECD) 
as catering for children from birth to nine years (Gardiner, 2008). In practice, 
however, the field is more fragmented. The phase from birth to four years is referred 
to by many as ECD and falls under the jurisdiction of the Department of Social 
Development and the Department of Health. Children are expected to enter Grade R 
in the year that they turn five years old. The intention is for Grade R to be brought into 
the Foundation Phase of formal schooling, which falls under the jurisdiction of the 
Department of Education. Many also refer to Grade R as ECD. By referring to early 
childhood development, we want to cover the full spectrum of ECD (SAIDE, 2010). 
 
2.1.2 Provisioning of ECD in SA 
The White Paper Five states that ECD services refer to those programmes offered 
directly to young children by practitioners and that these can be offered in a variety of 
locations, including primary schools, ECD centres, community centres and homes 
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(South Africa Doe, 2001).ECD programmes generally provide for children aged birth 
to nine years. The Minister of Education’s report (Asmal, 2001) mentions that there 
are many different types of ECD services available and these services fall in two main 
ECD institution-based category provisions, public and independent. Public ECD 
institutions are funded by provincial departments of education and consist of 
pre-primary schools that provide for ECD services and programmes for children aged 
three to fiveyears. The independent ECD institutions are funded through parents’ 
fees, community fundraising and/or donations of material, with some or no financial 
support from government. He further mentions that independent ECD provision 
currently includes (Asmal, 2001): 
 The Reception Year (Grade R) at independent schools. 
 The Reception Year (Grade R) attached to public schools but managed by the  
school governing body and operated by a private individual or the community. 
 Independent pre-primary schools that provide for children from three to five 
years of age. 
 Privately operated or community run crèches or nursery schools that provide 
for children from birth to five years. 
 Home-based provision for children from birth to five years. 
 
According to the findings of the 2012 General Household Survey, approximately 37% 
of birth to four year olds attended an education institution (DBE, 2013). Table 1 below 
indicates a massive increase, from approximately 7% in 2002 to 37% in 2012, in the  
proportion of children aged birth to four years attending educational institutions (DBE, 
2013) 
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Table 1: Percentage of birth to four year-olds attending educational institutions by province, 
2002-2012 
Province 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 
Eastern Cape 9.3 14.2 12.5 17.5 18.8 18.86 20.3 29.95 32.6 32.9 37.8 
Free State 6.8 11.3 11.8 20.4 20.2 21.2 18.0 36.8 33.4 38.2 46.7 
Gauteng 11.9 18.8 18.3 21.7 28.4 24.0 25.4 43.5 42.6 43.6 45.7 
Kwazulu-Natal 4.9 8.1 7.3 7.2 7.9 10.4 11.7 23.7 25.1 24.9 27.9 
Limpopo 5.3 10.1 11.8 13.4 17.6 15.5 14.5 27.9 29.6 42.1 37.3 
Mpumalanga 5.2 8.4 13.1 11.3 13.5 12.4 16.2 28.1 28.5 31.0 28.8 
North West 6.7 11.1 8.9 11.8 8.3 15.6 8.0 21.8 26.7 29.0 32.9 
Northern Cape 3.4 5.1 4.1 9.0 8.6 14.2 10.6 19.3 21.1 26.9 25.6 
Western Cape 10.3 14.1 14.3 19.1 16.0 14.1 14.4 27.6 39.4 36.2 39.6 
National 7.5 12.1 12.0 14.8 16.6 16.5 16.7 29.8 32.3 34.5 36.5 
Source: Statistics South Africa, General Household Survey:2002-2012, DBE own calculations 
 
In 2012, 85% of five-year-olds attended an educational institution. Table 2 indicates 
that there was an increase from 39% in 2002 to approximately 85% in 2011 in the 
number of five–year-olds attending an educational institution. This translates into an 
increase of 46% over the 2002 to 2012 period (DBE, 2013). 
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Table 2: Percentage of five years old children attending educational institutions by province, 
2002-2012 
 
Provinces 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 
Eastern Cape 49.6 52.7 60.8 69.0 70.9 69.3 80.3 85.4 92.1 91.0 93.1 
Free State 33.3 54.7 56.3 55.6 59.2 61.3 60.4 86 79.1 81.8 86.4 
Gauteng 45.9 59.2 51.3 60.0 60.9 64.3 61.3 73.3 82.5 86.5 86.0 
KwaZulu-Natal 33.4 35 38.7 50.1 54.3 51.5 57.5 70.1 84.8 78.0 77.1 
Limpopo 43.1 55.7 68.4 73.2 76.6 71.8 74.3 92.7 95.9 95.0 93.8 
Mpumalanga 28.9 37.9 60.1 55.5 57 63.6 65.1 83.2 73.1 86.3 84.5 
North West 36.6 42.8 48.2 47.4 50.5 45.7 53.2 66.8 73.8 86.4 89.0 
Northern Cape 21.5 34.2 25.9 55.2 46.7 59.1 50 80.1 78.3 78.1 71.1 
Western Cape 41.2 53.7 49.6 63.3 65.7 52.2 53.5 79.1 69.5 75.9 73.9 
National 39.3 48.1 51.9 59.3 61.6 60.2 63.2 78.3 83.4 84.8 84.6 
Source: Statistics South Africa, General Household Survey, 2002-2012, DBE calculations 
2.2CONCEPTUALISING THE TERMS‘PRACTICE’ AND ‘ECD PRACTICES’ 
Penn (2005) in his analysis defines a practice in three categories: constant repetition, 
repertoire of ideas and skills, and doing things as put or laid out into repeated action. 
Mirrored against an ECD policy or programme it encompasses all into a repetition of 
action points to help children obtain a developmentally appropriate foundation in 
learning. Practices for enhancing children's development are influenced most of all by 
child development theories. For example; the cornerstone of the High/Scope 
approach to early childhood education is the belief that active learningis fundamental 
to the full development of human potential and that active learning occurs most 
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effectively in settings that provide developmentally appropriate learning opportunities. 
Therefore, the overarching goal of the early childhood work is to establish a flexible, 
“open framework,” operational model that supports developmentally appropriate 
education in diverse settings (Hohmann and Weikart, 1995).  
 
Davin, Orr, Meier & Marais (2007) suggest that the better the educator knows and 
understands the needs of children, or learners, and the better the educator will be 
able to plan suitable learning environments, programmes, lessons and activities 
accordingly. White Paper Five’s regulated Pre-Grade R programmes, which are both 
inclusive and integrated, provide such opportunities and fosters children’s emotional, 
social, intellectual, physical and moral development, using play as the primary vehicle 
for achieving the programme (DoE, 2001b). An example of this is when children play, 
climb a jungle gym or kick a ball. Physical and intellectual skills develop in climbing 
and kicking activities which uses the functionality of both physical and mental skills in 
their application. Social and emotional skills develop through play by way of mixing 
and sharing in this manner.  
 
In the literature there is no set rule in the methodology of a practice but it must have a 
theoretical basis to make the practice meaningful. It must also reflect on a child’s 
learning by the teaching method applied by the teacher. O’Connor and Diggins (2002) 
define reflective practice as careful thought on what needs to be done with careful 
consideration to the outcome in order to reconsider the actions and refine the practice 
according to these thoughts if so required. Reflective practice is a cycle of ongoing 
learning that occurs when we take the time to “stop, think and change” (cited in 
Semann & Slattery, 2010).  
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In South Africa ECD practitioners, influenced mostly by High Scope approach 
methods for teaching, make use of a predetermined daily programme. Its content 
comprises a morning ring, a creativity period, an outdoor play period, a second ring 
that leads into quiet play and a story time period (Marais, 2012). The theme is set and 
run through for a week or two and is designed to cater for all appropriate age groups. 
An introduction to the theme allows for participation and is a short period allocated for 
questions and answers so as to ensure the children fully understand the concept of 
the theme. It then integrates into a creativity platform where drawing, painting, and 
other techniques are used for the children to create work and express their 
understanding of the theme. Outdoor play normally is in free play mode that allows 
the children to explore and socialize with their peers. The second ring is an extension 
on creativity that enables the children to gain knowledge and discover the world by 
way of song and drama. Quiet play is a period used to calm the children down after a 
very active day and is normally a semi-structured indoor play comprising soft skill 
development and stories until such time they are collected by their parents. It is 
during this time as well that the practitioner can observe the potential of each child. 
(Buffalo College, 2009).  
 
The aim and expectation of the ECD stage is to plan activities and experiences for 
children so as to help them develop and learn. The progress of each child should be 
carefully monitored so as to ensure a satisfactory result (Smidt, 2002). 
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2.2.1 Developmentally Appropriated Practices (DAP) 
DAP was introduced more than twenty years ago by the National Association for the 
Education of Young Children (NAEYC). It defines a practice for young children in 
childhood programmes that serve for children and families from birth through to the 
age of nine years (Jackman, 2012). According to Copple & Bredekamp (2006), DAP 
requires meeting with children where they are, meaning that teachers need to get to 
know them well, thus enabling them to reach goals that are both challenging and 
achievable. 
 
Developmentally appropriate early education recognizes the social nature of learning, 
values cultural and linguistic diversity, and serves as a framework to enhance the 
quality of educational experiences for young children. Kostelnik, Soderman, and 
Whirin (1999) claim, “The essence of developmental appropriateness is not simply 
what we do, but how we think – how we think about children and programs, what we 
value in children doing and learning, and how we define effectiveness and success.” 
 
 Below are some important aspects of DAP as cited in Taylor (2005): 
1. Developmentally appropriate practice is NOT a curriculum or a method but a 
way of thinking about, and working with, children (Wilt, Vander, & Monroe, 
1998, p.17). 
2. Teachers in early childhood settings from birth through to age eight, and 
particularly in prekindergarten programmes, have long subscribed to many of 
the tenets spelled out in DAP for early childhood programmes. (Bredekamp 
1987; Bredekamp & Copple, 1997). 
3. It results from the process of professionals making decisions about the 
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well-being and education of children based on at least three important kinds of 
information or knowledge:(a) about child development and learning, (b) the 
strengths, interests and needs of each individual child in the group, and (c) the 
social and cultural contexts in which children live (Bredekamp & Copple, 1997, 
pp.8 & 9). 
4. NAEYC has modified its former standards from “either/or” to “both/and” 
thinking: for example: Children (1) construct their own understanding of 
concepts and benefit from instruction by more competent peers and adults; (2) 
learn through integration of curriculum and in-depth study; (3) benefit from 
making choices and from having boundaries; and (4) develop their own 
self-identity and respect for difference of others (Bredekamp & Copple, 1997, 
p.23).  
5. Good environments for children are also good environments for parents. 
6. The terms DAP and DIP (Developmentally Inappropriate Practices) was 
coined and popularized by NAEYC and are descriptive terms. 
7. The revised NAEYC pamphlet addresses age appropriateness and individual 
appropriateness in the areas of physical, motor, and language, cognitive, 
social and emotional development at different age levels. It also provides 
guidelines for (a) creating a caring community of learners, (b) teaching to 
enhance development and learning, (c) constructing appropriate curriculum, (d) 
assessing children’s learning and development, and (e) establishing reciprocal 
relationships with families. 
8. A secure and happy environment is where a child will develop best. 
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Literature further points out some myths associated with DAP: 
 There are two dichotomous positions: one always right, the other always 
wrong. 
 Teachers are required to abandon all their prior knowledge and experience; 
former learning is unacceptable. 
 Classrooms are unstructured and chaotic. 
 Teachers offer no instructions; a traditional, “watered-down” curriculum results 
in less learning. 
 The DAP programme meets the needs of only certain kinds of children. 
 DAP is a fad – soon to be replaced by another, perhaps opposite, trend 
(Kostelnik, 1992, pp. 17-23). 
 
It is believed that teachers are most successful in developmentally appropriate 
practices when they capitalize on their prior knowledge, long-range objectives, fluid 
decision making, and input from the children (in the form of their asking questions, 
suggesting alternatives, expressing interest, developing plans, and looking for new 
directions in learning). In planning for young children, one must consider the children, 
the curriculum, adult-child interaction, developmental evaluation of the children, and 
other influences, such as the growing child having out-of-home influences. (Taylor 
2005) 
 
2.2.2Developmental Appropriate Practices for the acquisition of oral language for 
children between three to five years 
Before discussing the developmental appropriate practices for the acquisition of oral 
language for children between three to five years, it is important to first unpack what 
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oral language entails.  
 
2.3 ORAL LANGUAGE 
“Oral Language is the child’s first, most important, and most frequently used 
structured medium of communication. It is the primary means through which each 
individual child will be enabled to structure, to evaluate, to describe and to control 
his/her experience. In addition, and most significantly, oral language is the primary 
mediator of culture, the way in which children locate themselves in the world, and 
define themselves with it and within it” (Cregan, 1998, as cited in Archer, Cregan, 
McGough, Shiel, 2012). 
 
Children’s early communication skills are, therefore, regarded as the single best 
predictor of future cognitive skills and school performance (Rosetti, 1996).  Literature 
claims that it naturally follows that child who have speech, language and 
communication difficulties inevitably become significantly disadvantaged in their 
ability to access the national curriculum since almost every educational skill 
presupposes the use of language. (Dockrell and Lindsay, 1998 as cited in NLT, 
2005). 
 
Early childhood professionals need to be knowledgeable and intentional in their 
support and nurturing of early literacy in infants and toddlers. They need to know how 
to foster children’s confidence as communicators, encourage and acknowledge 
children’s understanding of narrative, and of themselves as “storytellers,” and to 
support the cultural contexts in which early literacy emerges. They need also to foster 
an appreciation of reading and, above all, build warm supportive relationships that 
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nurture a love of learning. It is important that the people who influence a child’s 
development,- family, nonfamily, caregivers or community members- are supported to 
provide a positive early learning experience for even the most at-risk children 
(Kupcha-Szrom, 2011). 
 
Jackman (2012) cites that, as human beings, we have the desire to communicate with 
others and this communication is an aspect of language that is defined as human 
speech. The development of oral language is a natural accomplishment and the 
process of learning a language is essential as it is one of the most important skills a 
child develops (Shiel &et al., 2012). The important factors to promote oral language in 
DAP as suggested by Fulghumare (2011) are: 
 
 speaking and listening as they form the basis for reading and writing;. 
 child talk in the Kindergarten classroom to enhance communication skills; and 
 having a clear drive in the Kindergarten classroom to foster oral language. 
 
Jackman (2012) as well stresses the importance of learning to speak as being an 
important step toward learning to read and suggests that a teacher can emphasize 
the sounds of language by providing opportunities for children to practice with 
phonemes, the smallest units of speech. Rhyming is the ability to hear two words that 
end the same way and is a beginning concept of phonological or phonemic 
awareness, which is the awareness and the ability to hear and identify individual 
sounds and spoken words, and the development of listening skills. She further 
explains when children sing nursery rhymes, jingles and songs, they are in fact 
playing with, and exploring, the sounds of language.  
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Bell and Westbert (2009) also suggest teachers must have an understanding of the 
sequence and developmental expectations for oral language learning if they are 
going to assess and monitor oral language development. They are then able to listen 
to and observe various indicators that children are making appropriate progress and 
adjust instruction to model and provide support as needed. Teachers: 
 
 observe and listen for children to increase the quantity and duration of      
conversations with adults and each other; 
 listen for children’s use of new words and their understanding of word       
meanings; 
 note children’s ability to retell stories; and 
 observe children’s language during free choice activities, such as their       
interactions with other children in the dramatic play area. 
 
In South Africa, however, day care centre classrooms in low socio economic areas 
face a restriction in this learning process as they are in large group settings and 
consequently, therefore, do not have the chance to benefit much from the teacher's 
language scaffolds (Dockrell, Stuart and Kind, 2004 as cited in NLT, 2005). 
 
ACES (2010) also stress the importance of talking to children constantly and to use 
the kind of talk that builds language and thinking skills. The phrase “Make Time to 
Talk” is all important for children to use language in its correct context, learn new 
words, express ideas and, in fact, have fun with language. See below Figure 1 (NIFL, 
2009) 
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Figure 1 Make Time to Talk 
 
Source from NIFL (2009) 
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2.4DEVELOPMENTAL APPROPRIATE PRACTICES FOR THE ACQUISITION OF 
PHYSICAL INTELLIGENCE FOR CHILDREN BETWEEN THREE TO FIVEYEARS 
 
There are various methods associated with DAP and play is one of the methods that 
stands at the core of this practice. Play is a behavioral pattern that self-motivates, is 
freely chosen, is process oriented, and is enjoyable, thereby serving as a natural 
activity for all children (Jackman, 2012). It allows children the opportunity to create, 
invent, discover and learn about their world, and also provides children joy and 
understanding of themselves and others. She also believes teachers have a 
responsibility to help children develop in the core function of play and that it needs to 
be made an integral part of the educational process. Miller & Almon (2009) explain 
that processes involved in play, such as repetitive actions, making friends, extending 
skills, combining materials and taking risks provide the essential electrical impulses 
needed to help make connections and interconnections between neural networks, 
thereby expanding the child’s capability as a learner, thinker and communicator. 
 
Most researchers (Bodrova& Leong, 2010; and Taylor, 2005), independent of their 
philosophical orientation, seem to agree that including play in the early childhood 
curriculum is a necessary condition for ensuring optimal growth and development of 
young children. Psychoanalysts and theorist like Freud, Erikson and Piaget maintain 
that play contributes to the development of a healthy personality and gives effect to 
cognitive development. Play helps children develop in a holistic manner and they 
learn to share, and this trains them in social development. The use of outdoor 
equipment develops motor skills and conversing with peers leads to the development 
of cognitive skills. Play in general allows expression of positive or negative feelings 
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which, consequently, helps in emotional development. 
 
Early childhood development in the three to fiveyears age group is associated with 
the fundamental movement phase of motor development (Gabbard, 2000; Gallahue, 
1998). This is a unique period in their life span, primarily due to the emergence of 
fundamental motor skills that establish the foundation upon which daily learning 
experiences can have a significant influence on the establishment of a positive 
attitude and appreciation for a lifetime of participation in regular health-related 
physical activity (COPEC, 2000). 
 
Developing skill in physical activity requires the manipulation of balls, bean bags, 
paddles, scarves, hoops, ropes and other objects. Children cannot learn to throw 
without a ball (Sanders, 2006 cited in Jackman, 2012). All children need the 
opportunity to use the creative process in discovering their own original ways to move 
and in using their bodies to communicate their emotions and ideas. However, as they 
grow they also need to learn how to control their bodies and match their movements 
to rhythms, music and the movements of others by participating in simple dances 
from our own and other cultures (Koster, 2009). 
 
A teacher’s fundamental role is to prepare a physically and psychologically safe 
environment, in which there is adequate space for children to move freely and explore 
their capabilities. Teachers should offer a choice of equipment and an entry level for 
the activity compatible with the children’s perceived competences. Additional 
opportunities and equipment should be available to encourage child-initiated activities 
that can lead to positive feelings of self-confidence and self-worth. The teaching 
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environment must, as well, have adequate acoustics for clear instruction (COPEC, 
2000). 
 
Achieving positive outcomes for young children, therefore, is dependent on the skills 
and competence of early year practitioners in a number of areas: sound, 
observational skills, informed understanding of how children learn through play, being 
clear on the adult’s role, and attention to the processes of play and learning as well as 
their outcomes (Hurst & Joseph, 1998; Siraj-Blatchford, 2005, cited in Kernan, 2007). 
 
An interesting study was conducted by Kernan (2006) that focused on the priorities 
children in the one to five year age group place in their outdoor play experiences and 
gives credence to the content highlighted in this chapter (see Table 3). 
 
Table 3: Children's priority in their outdoor play experiences 
Main category  Illustrative examples 
   
Movement   Opportunities for expansive movement, speed 
 Opportunities for practising newly acquired 
physical skills (sometimes alone) 
 Transporting self or materials using vehicles and 
tools 
 Moving in and out, indoors to outdoors to indoors 
   
Vertical expansiveness   Being high up (on slopes, steps, raised platforms, 
climbing equipment, trees and slides) 
 Sights and sounds overhead 
   
Finding and constructing small spaces    Small spaces to be: with friends in small groups 
 to be apart from the crowd 
 to observe at a distance 
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 to hide, or be enclosed 
Transformation   Multi-sensory exploration of nature elements 
(especially water) 
 Finding loose parts, transforming physical 
environment with loose parts 
 House building 
   
Direct contact with animals, insects and plant life   Time to observe animals, insects, plant life 
 Support by adults to name, to understand, to 
touch, to care for animal and plant life 
Social experiences   Playing with friends, affiliation and co-operation 
 Significant adults being involved in playful 
interaction and shared interest in discoveries. 
Source from Kernan, M. (2007) 
 
Later, in 2009,Brothersonsuggested examples of certain activities that would help in 
improving physical intelligence through play in the field of developmentally 
appropriate practices (see Table 4) 
 
Table 4: Activities through play that help in physical intelligence development 
Activities through play Development 
Music and Dance 
Listening to music and dancing can be 
wonderful play experiences for children. 
Most young children enjoy this activity 
immensely. These activities provide a 
wonderful opportunity to talk about 
 Connects the world of movement 
and sound with the inner world of 
feelings and observation 
 Helps them learn patterns, rhythm 
and differences in sounds 
 Expands a child’s imagination 
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feelings  Aids physical fitness, balance, 
coordination and movement 
abilities 
 Finger play and other nursery  
rhymes help develop:  
- Language skills (verbal and 
listening skills) 
- Small motor skills; hand-eye 
coordination 
- Memory, rhyming  
- Self-esteem 
Arts and Crafts Activities 
While you may not recognize the drawing 
or painting, the chances are very high 
that child can tell you a whole story 
behind the colours and shapes and 
placement of certain lines. They mean 
something in the child’s world. Cutting 
and drawing develop the muscles in their 
hands and fingers that will later button 
their shirt and write their name. They 
learn cooperation while sharing materials. 
When working on a collage with shapes, 
children can sort and classify items into 
groups based on shape and colour. 
 Creativity 
 Pre-reading and pre-math skills 
 Social skills 
 Emotional expression and 
exploration 
 Strength in hands and fingers (fine 
motor skills) 
 Self-esteem 
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Sorting and classifying objects are skills 
needed to learn to read or do maths. 
Outdoor Play 
Outdoor play provides children with 
opportunities that develop their muscles 
while also introducing them to the world 
around them and interactions with others. 
Exercise and developing the habit of 
maintaining good physical health is 
extremely important. Using their muscles 
while running, jumping or throwing 
develops large motor skills. Kids learn 
creativity during outdoor play as they 
invent games of tag or hide-and-seek, 
and their outdoor adventures build social 
awareness and risk-taking skills. 
 Balance and coordination 
(jumping, climbing, skipping, etc.) 
 Strength in all muscle groups 
(large motor skills) 
 Healthy lifestyle and activity habits 
 Social interaction skills through 
taking turns, outdoor games, etc. 
 Creativity 
 Awareness of the world around 
them and nature (sun, trees, wind, 
etc.) 
 Observation and use of their 
senses (seeing, hearing, feeling, 
smelling, moving, etc.) 
 
 
 
Snack Time 
Children have to learn to wait their turn 
and have to ask others to pass them 
items during snack time – they are 
learning manners. When setting the table 
for snacks, they count the number of 
 Social skills and manners 
 Small-motor skills 
 One-to-one correspondence and 
counting (the ability to match one 
item to one item, such as one 
napkin to one person) 
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people eating and set one place for each 
person – they are learning maths. 
Serving themselves food, picking up food 
items and using silverware strengthens 
the muscles that later be will used in 
writing – they are gaining small-muscle 
coordination. Talking together while they 
are eating or serving snack items – they 
are learning conversation with others. 
 Spatial organization 
 Verbal skills – talking with others at 
a meal 
 Understanding of volume (for 
example, cup is full or empty) and 
fractions (for example, half a 
cookie) 
 Awareness of the importance of 
healthy food habits 
Playing With Blocks 
 
Blocks must balance and be stacked in a 
symmetrical way to remain standing. And, 
of course, children talk to one another the 
entire time they are building with blocks. 
Children really do learn a variety of life 
skills from building with blocks. When you 
get home from the grocery store and 
have to make all the boxes and cans fit in 
your pantry or the cartons and containers 
fit into your refrigerator, you are relying on 
all the skills you used while building with 
blocks. 
 Scientific principles and concepts 
(balance, gravity, cause and effect, 
etc.) 
 Mathematical concepts (symmetry, 
shape, geometry) 
 Small-muscle skills; hand-eye 
coordination 
 Feelings of competence and 
self-esteem 
 Life skills – concentration, abstract 
thought 
 Social interaction with others 
 Creativity and organization of 
materials 
Dramatic Play 
Often you will see adult themes in a 
 Practicing situations from the 
grown-up world in a setting that is 
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child’s play – taking care of babies, going 
to work, being a firefighter, driving or 
going to the grocery store. This is a 
child’s way of trying to understand “going 
to work” or other activities that parents do 
on a daily basis. The story lines often are 
very complicated when children are 
playing games with dress-up clothes or 
other “real life” toys, especially with older 
preschoolers. They will assign everyone 
a role, describe the plot and explain who 
has what duties. Coming up with all the 
pieces for the play really takes a lot of 
thought. 
safe and secure 
 Understanding of the world around 
them and daily living activities 
 Concentration and attention skills 
 Sequential acts and story 
writing/telling 
 Flexibility, cooperation and 
compromise 
 Empathy and consideration for the 
feelings of others 
 Abstract thinking 
Source captured from Brotherson (2009). 
2.5 THE ECD CURRICULUM 
The concept of developmentally appropriate practice discussed in 2.2.1 emphasizes 
the importance of the early childhood classroom teacher as being the primary 
decision maker for the appropriateness of the curriculum and she should, inevitably, 
have a positive impact, by way of the many and varied developmental theories and 
approaches, on the early childhood education that is available (Catron and Allen, 
2003). 
 
Substantial reviews in literature indicate that curriculum, as a written plan, is based on 
sound child development principles and that these principles are based on, and are 
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consistent with, overall performance standards (Head Start National centre, 2010).  
In general terms, curriculum aims to develop the full potential of each learner as a 
citizen of a democratic South Africa. It seeks to create a lifelong learner who is 
confident, literate and multi-skilled, and has the ability to participate in society as an 
active citizen (UNESCO, 2006). In White Paper Five the term ‘curriculum’ includes all 
aspects of teaching and learning (Doe, 2001).The foundation for all curricula is 
developmental theory or beliefs about how children develop and learn (Catron and 
Allen, 2003). These beliefs guide the view of teaching and the manner in which to 
support children as learners (Ibid). 
 
The above discussion implies that, in the ECD sector, the curriculum should not just 
focus on what theories have specific lock-step study programmes but on the contrary 
focus on developmentally appropriate curriculum for children of specific ages and 
interests. Practitioners should look at children individually and collectively and 
discover if there are some common interests and some unique interests. For example, 
one should begin thinking about curriculum by watching children as they play and by 
listening to their comments and conversations. Curriculum is happening wherever 
young children gather, around the home, the school and the playground. Taylor (2005) 
suggests that perceptive teachers should take advantage of this and help enhance 
what is already taking place in their immediate surroundings (Taylor 2005). 
 
Supporting this issue isJones & Nimmo (1994, p.12, cited by Taylor, 2005) who state, 
“In early childhood education, curriculum is not the focus, children are.”They also 
claim that it is easy for teachers to get hooked on curriculum because it’s so much 
more manageable than children. To Jones and Nimmo (1994) curriculum is what 
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happens in an educational environment – not what is rationally planned to happen, 
but what actually takes place. It is, therefore, important that curriculum should be 
flexible and have children’s abilities and interests at heart in its planning.  
 
Van Hoorn et al.( 2004) identify three types of curriculum for ECD: (1) play-generated 
curriculum, which emerges directly from teacher observations of the interests and 
themes of the children; (2) curriculum-generated curriculum, which leads the teacher 
to include materials or techniques that she suspects will match the spontaneous 
interests of the children, and (3) recasting the curriculum through play, in which the 
teacher provides opportunities and asks questions that encourage children to use 
newly constructed knowledge derived from the curriculum in their play . Smidt (2002) 
propose a broad curriculum that is not arranged in traditional subjects, but in other 
learning areas. She believes that throughout the curriculum there should be emphasis 
on developing, fostering and supporting children in:  
 
 personal, social and emotional well-being 
 positive dispositions and attitudes 
 social skills 
 persistence and attention skills 
 language and communication 
 reading and writing 
 mathematics 
 knowledge and understanding of the world 
 physical development 
 creative development 
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The quality of any curriculum has to be incorporated with assessment standards to 
monitor the level at which learners demonstrate their achievement in learning 
outcome(s) and ways (depth and breadth) (DoE, 2005). Without assessment the 
practitioners would not able to see if the programme is developmentally appropriate. 
“Child assessment includes the process, methods, and instruments by which a child’s 
development and learning is measured; it is also important in producing information 
that can be shared with parents about their children and in a way to evaluate the 
overall curriculum and program” (Catron & Allen, 2003). 
 
In South Africa The Department of Education has set learning outcomes and 
assessment standards to express the requirements and expectations of learners by 
grade with a three phase step process; they are Foundation (Grades R-3, six to nine 
years), Intermediate (Grades 4-6, 10 to 12 years) and Senior (Grades 7-9, 13 to 15 
years) (DoE,2005).  In the Foundation Phase the curriculum is integrated to 
comprise three learning programmes: Literacy, Numeracy and Life Skills which give 
emphasis to the development of a national curriculum statement going forward (DoE, 
2001). In the Intermediate Phase, Languages and Mathematics are distinct Learning 
Programmes (DoE, 2005). The curriculum by its plan builds on the vision and values 
of the Constitution and its principles and encompasses social justice, a healthy 
environment, human rights and inclusion. The pedagogy also promotes 
learner-centredness and group work (UNESCO, 2006). However, there is an absence 
of a national curriculum framework for children under five years of age 
(Pre-Reception year)although White Paper Five states that birth to five years is an 
important period for pre-Grade R (DoE, 2010). The Department of Education, it would 
appear, has noticed this and has undertaken to develop appropriate curricula for 
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Pre-Reception year programmes with special emphasis on mathematical literacy, 
language and life skills (DoE, 2001). However, literature claims that these are newly 
developed and verified curricula for children from birth to four known as the National 
Early Learning Development Standards (NELDS) but many practitioners do not have 
access to this as yet(SAIDE, 2010).  
 
Though at present there is an absence of a national curriculum framework for children 
under five years of age that practitioners have access to, there are, however, several 
ECD curricula based on international experience, e.g. Montessori, Head Start, High 
Scope and Reggio Emilia, and, despite their differences in practice and design, all 
contain the four major components of comprehensive quality of curriculum, 
philosophy, goals and objectives, classroom activities and child assessment. 
Philosophy should reflect children as learners and teachers in the environment role 
as support and encouragement to children’s learning. Goals and objectives should 
include overall programme goals as well as learning objectives in various areas of 
child development and reflect cognitive, social, emotional and physical development. 
 
In South Africa, a typical day in an ECD centre for children below six years of age is 
normally as follows: 
 
 
a) Morning ring 
The morning ring is the first activity at the start of the day when children are most 
fresh and energetic. Their concentration span is still good and in this section the 
practitioner normally designs a theme or topic to talk about and discuss with the 
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children. The theme is generally based on children’s day to day living and is aimed at 
enhancing their knowledge in cognitive development (DoE, 2006). 
 
b) Creativity 
This activity is integrated with the morning ring and is normally run straight after it. 
The practitioner embarks on activities such as painting, drawing or any creation which 
directly relates to the theme discussed during the morning ring. This activity enables 
the practitioner to see if the children understand the concepts of the discussion and is 
meant to holistically develop cognitive, emotional, social and physical skills (Mayesky, 
2006). 
 
c) Outdoor play 
This activity constitutes a transition from creativity to a free play course, and it takes 
place after the tea break and toilet routine. This period normally runs for up to two 
hours and takes place outside with equipment provided by the centre. The most 
commonly used equipment includes the jungle gym, swing, sand pit and water activity 
utensils. Equipment may vary from centre to centre and installation of quantity and 
type is dependent on available budget. This activity also assists in overall holistic 
development of emotional, social and physical skills (De Jager & Victor, 2013). 
 
d) Second ring 
A second ring normally follows outdoor play and the practitioner would use music or 
drama to enhance mathematical skills for holistic development (DoE, 2006).  
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e) Quiet play 
The purpose of quiet play is to help calm the children after a long day of hyper activity 
so as to relax them and get them ready for story time. This takes place indoors where 
the practitioner would give at least four side activities for children to rotate and play. 
Some practitioners would use this period to reward children for good behaviour or 
where they had excelled in other areas of the curriculum. The children so rewarded 
are, as well, given the opportunity to choose activities which they favour during the 
following day (Edward, 2007). 
 
f) Story telling 
Story time is normally set as the last syllabus activity of the curriculum for both half 
day and full day centres. The purpose is to prepare and calm down the children while 
waiting for the parents to fetch them. Story telling is aimed at enhancing cognitive, 
language, social and emotional development (Moyles, 2010). 
 
The following section briefly looks at the identity of the typical ECD practitioner in 
South Africa, the classroom environment conducive for effective teaching and the 
importance of parental involvement in ECD.  
 
2.7ECD PRACTITIONER 
“The term ECD practitioner had its origin in the mid 1990s. At that time the intention 
was to prevent workers in ECD centres being referred to as caregivers while formally 
qualified workers were known as teachers. Subsequently, however, legislation and 
policy by the Department of Education began to use the term ‘educator’ for 
professionally qualified workers while ‘practitioner’ was tended to be used to refer to 
43 
 
less qualified or unqualified centre staff” (ECDLC, 2011). 
 
ECD practitioners in low socio economic areas are generally drawn from the ranks of 
the under-educated and the unemployed, which may militate against their having 
academic qualifications. Due to the racial discriminatory policy of the past, many 
adults lost out on these educational opportunities” (OECD 2008: 370-371, cited in 
Irvine, 2009).  
 
The role of the ECD practitioner, described by Catron and Allen (2003), is the most 
important component of the invisible curriculum and it is that role that is critical in 
determining the effectiveness and quality of care and education of young children. 
They seek to be partners and guides to the children as they learn. They carefully 
prepare the environment to ensure that it provides strong messages about respect for 
the children and for their learning (Edwards, 2007). Therefore, the role of practitioner, 
by competency level, consistently needs to be upgraded.  
 
There is international consensus on the need for specialised training for ECD 
practitioners. However, a career path for such practitioners remains elusive in South 
Africa. ECD continues to be facilitated largely by black women who are not 
professionally recognised for this reason and whose work is undervalued and not 
remunerated fairly and equitably in comparison with mainstream educators. ECD 
practitioners are amongst the most vulnerable workers in the economy and the ECD 
sector itself remains marginalised and fragmented (Tshikululu website, 2010). ECD 
practitioners generally earn between R500 and R2 500 a month; some, however, take 
home only whatever parent committees manage to pay them (Tshikululu website, 
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2010). In South Africa NGOs are the provider of education and training in the ECD 
sector and qualifications were consequently introduced to provide access and 
redress for previously disadvantaged ECD practitioners (Tshikululu website, 2010). 
Funding, however, is the biggest issue that negates NGOs’ achievements and goals 
to deliver service to, and training for, disadvantaged ECD practitioners. 
 
The minimum qualification standard set by the South African Policy for ECD 
practitioners is a basic Certificate in ECD at NQF Level 1 of the South African 
Qualifications Authority. This qualification entails basic knowledge and skills in child 
development from birth to nine years. The practitioner must at this level demonstrate 
how to facilitate growth and skills development in early childhood development 
programmes and it is, therefore, suggested that the practitioner should meet the 
following exit level outcomes (South Africa, SOD, 2006): 
 
• Set up and manage a variety of active learning activities that are appropriate to   
  the development needs of young children. 
• Interact and communicate with young children in a way that supports all aspects of 
learning. 
• Use an inclusive anti-biased approach that respects the cultural, religious and  
experiential backgrounds of the children and supports children with disabilities. 
• Maintain a safe and healthy learning environment. 
• Establish a supportive and caring environment that meets children’s basic       
and social needs and helps them manage their own behaviour. 
• Establish respectful and co-operative relationships with co-workers’ families  
and the community. 
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• Contribute to programme planning and evaluation, the assessment of children’s 
progress and administration of the learning programme. 
• Identify and maintain standards of childhood care, educational practice and  
personal development. 
 
In literature it is stressed that ECD practitioners have the most important role in 
determining programme quality for young children. Attitudes, attributes, and abilities 
are all important (Catron and Allen, 2003). They must have passion for children and 
willingness to share their knowledge with children. They are a model to the children 
as children spend more time with a practitioner than with their parents. Teaching is a 
great responsibility and being a teacher of young children is even more important 
(Taylor, 2005). It is of utmost importance for practitioners to have the ability to design 
interesting activities, make children enjoy learning and have the willingness to learn, 
and have new ideas constantly so as to accommodate children by drawing them out 
of boredom.  
 
Smidt (2002) argues that we have looked at what children are doing and not made 
much mention of what adults involved with young children do to support and extend 
their learning. There are various theorists who have varied beliefs about how adults 
help a child to learn or develop. For example, Piaget (1896-1980) believed all that is 
required of adults working with young children is to provide them with an interesting 
and stimulating environment.  Another theorist, Vygotsky(1896-1934), believed that 
children are able to perform at a higher level when they are offered help than if left to 
struggle on their own. Lastly, the theorist, Bruner, believes that adults should allow 
children to take small but supported steps in their learning and, when the learning is 
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complete, the support of the adult can be withdrawn as it is no longer needed (Smidt, 
2002). 
 
We learn from these theorists the important role adults play in the development of 
children. Adults can be parents, or ECD practitioners, or people who are generally 
within the environmental surrounding of children. Children spend most of their time in 
a day care centre and therefore learn from the ECD practitioner who needs to have 
the capability to set up an interesting environment, understand the children’s needs 
and interests, and be in a position to help in their development. Practitioners must 
also be competent to offer children learning activities in familiar and meaningful 
contexts (Smidt, 2002). 
 
The number of teachers required to operate a centre efficiently depends on the 
number and ages of the children, the facilities, the experience of the teachers, and 
local regulations, when applicable; however, at least two trained teachers are needed 
per group. More are required when a group is composed of only two-year-olds or 
more than 16children. (State and local requirements vary, but the recommended 
maximum is 24 children per group, with the ideal number being between 16and 20for 
children in the age groupthree to fiveyears.) (Taylor 2004). 
A practitioner’s best practice is to watch children carefully and listen to what they say. 
This helps the practitioner understand more about the children and her insight 
enables her to support and extend the children’s learning (Smidt 2002). 
 
In conclusion the role of a practitioner in the present context needs to be addressed 
and, by the right investment in training, be elevated in ability and knowledge to the 
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qualification level of ‘educator’, whereby the younger generations will reap the 
benefits and the future of the nation will be secured as well. 
 
2.8 CLASSROOM ENVIRONMENT 
A classroom setting is important and can impact on the quality of learning. The setting 
should be flexible and be a safe environment for children to learn throughout all 
activities designed by the practitioners. The classroom environment may, most likely, 
allow for development if it includes a rich variety of materials that can foster social, 
linguistic, physical and academic development. For example, having a puppet centre 
and a storytelling area ultimately encourages oral language development. On the 
whole, children use classroom meetings to encourage open sharing and help build a 
sense of community acceptance that welcomes all students, no matter what their 
differences (Slavin, 2012).  
 
2.9 PARENTAL INVOLVEMENT 
Parents are role models for their own children and are the ones with whom they 
spend most their time, besides the ECD practitioners. It is, therefore, important for 
parents to be involved as this will help practitioners understand the children more. For 
example, a child’s chronic illness, a family trauma or the birth of an additional family 
member will affect a child’s development, especially emotionally. 
 
2.6 BOURDIEU’S CONCEPT OF HABITUS AND PRACTIONERS’ PRACTICES 
In section 2.1 above Penn (2005) in his analysis defines a practice in three categories, 
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constant repetition, repertoire of ideas and skills, and doing things as put or laid out 
into repeated action. Mirrored against an ECD policy or programme, it encompasses 
all practice procedures into a repetition of action points to help children obtain a 
developmentally appropriate foundation in learning.  Reckwitz (2002) articulates that 
practices are developed over time in a particular social context or field. They are thus 
‘social’. Elaborating on the nature of social practices, Reckwitz(2002:251) argues that 
social practices are “sets of routinised bodily performances”, but they are, at the same 
time, sets of mental activities. They necessarily imply routinised ways of 
understanding the world, of desiring something, of knowing how to do something. In 
this study ECD practitioners were interviewed and observed on how they support 
children acquire oral language and physical intelligence. 
 
However in order to understand the relationship between practitioners and their 
practices, Bourdieu’s concept of ‘habitus’  has been identified as relevant. An 
understanding of the habitus allows an understanding that practices have historical 
significance, linked to individual’s history.  This concept explains how social 
practices are generated, sustained, adapted and changed. A habitus is conceived as 
“a generative schema in which the forms of elemental social structure come, through 
the process of socialisation, to be embodied in individuals, with the result that people 
necessarily act in such a way that underlying structures are reproduced and given 
effect” (Nash, 1919:77). Masola (2013) claims that practices are thus acquired within 
a structure and reproduced, but, at the same time, they are open to change: 
practitioners, therefore, have a certain amount of agency within the constraints of 
their own histories and circumstances. 
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When relating habitus to teaching, an understanding of pedagogic practice unfolds. 
This understanding reveals the ‘what’ and the’ how’ of transmission, and also the 
rules between the transmitters and acquirers (teachers and learners respectively) in 
the context of teaching and learning. 
 
2.10 SUMMARY 
This chapter discussed literature reviewed in trying to understand ECD practitioners’ 
practices in developing children’s oral language and physical intelligence.  
 
The following chapter deals with the research methodology used in this study whose 
aims is to explore and understand the practices of ECD practitioners in disadvantaged 
day care centres for children from three to five years and by exploring practitioners 
practices for developing children’s oral language and physical intelligence to assist 
them in reaching holistic development in the face of all their challenges. 
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CHAPTER THREE 
RESEARCH METHODOLOGY AND METHODS 
 
3.0 INTRODUCTION 
 
The previous chapter reviews literature on the current debates on ECD and the 
concepts of DAP in ECD. In this chapter, the researcher presents and justifies the 
research methodology that is deployed in understanding the ECD practices 
understudy, and how the research process unfolded. The researcher gives a clear 
indication of research methods and designs that are adopted in the study, including 
measures that ensure the study is reliable, valid and trustworthy. The chapter is 
structured as follows: 
 
3.1 Research paradigm 
3.2 Research approach 
3.3 Research design 
3.4 Data collection methods 
3.5 Sampling procedures 
3.6 Data collection processes 
3.7 Data analysis 
3.8 Ethical issues 
3.9 Trustworthiness 
3.10 Summary of the chapter  
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3.1 RESEARCH PARADIGM – INTERPRETIVISM 
This study is located within the assumptions and beliefs of the interpretivist paradigm. 
According to Durrheim (1999) a research paradigm is an all-encompassing system of 
interrelated practices and thinking that defines the nature of enquiry in its process 
along three dimensions: ontology, epistemology and methodology. These are 
expanded upon in further explanation that gives a clear meaning of each 
dimension.Ontology specifies the nature of the social reality that is to be studied. 
Epistemology specifies the nature of the relationship between the researcher and 
what can be known, whereas methodology specifies how the researcher may go 
about practically studying whatever he or she believes can be known (Durrheim, 
1999).  
 
Interpretivists share in the concepts of this system and beliefs about the nature of 
knowing and reality and in their interpretive approaches rely heavily on naturalistic 
methods (interviewing and observation and analysis of existing texts). These methods 
ensure an adequate dialogue between the researcher and those with whom they 
interact in order to collaboratively construct a meaningful reality.  
 
Literature indicates that a paradigm implies a pattern, structure and framework or 
system of scientific and academic ideas, values and assumptions, while Blanche and 
Kelly claim that by using interpretive research methods an attempt is made to 
describe and interpret people’s feelings and experiences in human terms rather than 
through quantification and measurement. 
 
Two paradigm types may be applied. They are ‘normative’ and ‘interpretive. The 
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normative paradigm contains two major orienting ideas (Douglas, 1973, cited in 
Cohen et al., 2000): first, that human behaviour is essentially rule-governed; and, 
second, that it should be investigated by methods of natural science. The interpretive 
paradigm, in contrast to its normative counterpart, is characterized by a concern for 
the individual (Cohen et al., 2000). Whereas normative studies are positivist, all 
theories constructed within the context of the interpretive paradigm tend to be 
anti-positivist (Cohen et al., 2000). 
 
Different modes of research allow us to understand different phenomena and for 
different reasons (Deetz, 1996, cited in Krauss, 2005). The methodology chosen 
depends on what one is trying to do rather than a commitment to a particular 
paradigm (Cavaye, 1996, cited in Krauss, 2005).  
 
“The philosophical underpinnings of phenomenology are the basis of a qualitative 
research method and the goal of phenomenology/interpretivism is to achieve a 
deeper understanding of the nature and meaning of everyday experiences” 
(Broussard, 2006.p.242). She further explains that the foundation of 
phenomenological inquiry lies in a holistic study of the human experience as it is lived 
from the perspective of the individual (Broussard, 2006). This means the dynamic, 
holistic and individual aspects of the practitioner’s experiences will be captured and 
by this method the research aims at accurately expressing the holistic aspect, in 
entirety, within the context of the practitioners who are experiencing it. 
 
Interpretivist researchers are interested in the meaning that people give to 
phenomena and in the context of this study phenomenon refers to the practitioner’s 
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understanding for developing children’s oral language and physical intelligence and 
the challenges of their practice. This means that interpretivism is a paradigm 
associated with qualitative research by which the researcher interprets the social 
environment, looks at human behaviour, and seeks to gain an understanding of a 
situation from an individual perspective. This methodology will enable the researcher 
to get a rich, in-depth understanding of ‘practices’ of practitioners in the ECD 
environment. 
 
3.2 RESEARCH APPROACH: QUALITATIVE APPROACH 
This study adopts a qualitative approach. In general, qualitative research is based on 
a relativistic, constructivist ontology that posits that there is no objective reality. 
Rather, there are multiple realities constructed by human beings who experience a 
phenomenon of interest (Krauss, 2005). In literature we note that interpretivist 
researchers tend to use primarily a qualitative research approach and method.  
 
Mukherji and Albon (2010) summarises the traditional method of qualitative research 
as follows. 
 
 Action research – may employ both quantitative and qualitative methods in 
tandem. It usually involves participants as researchers. 
 Ethnography – involves spending a long period of time immersed in a 
particular setting. 
 Case studies – focuses on a case or a series of cases. 
 Observation – may also fall within the umbrella of qualitative research, 
although not exclusively. It may involve an element of number crunching. 
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However narrative observation, which focuses on a ‘rich description’, is 
qualitative in nature. 
 Interview – like observation, there are different types of interviews, If 
interviewing a subject with a set of highly structured questions, which allow for 
little or no deviation beyond yes/no answers, coupled with a large number of 
respondents, then this research may well be described as quantitative in 
nature, thus falling within the positivist paradigm. Usually, interviews that are 
carried out face to face are semi-structured or sometimes unstructured in order 
that the researcher captures as much detail as possible. 
 
Qualitative designs are naturalistic, allowing the researcher to engage in a naturalistic 
enquiry. As Lichtman (2010) explains, qualitative research depends on what people 
have to say and how the researcher will listen and gather information. It is also 
represented by what respondents tell. Clough and Nutbrown (2002) describe this as 
listening to a participant’s voice whereby the researcher must justify what has been 
voiced and make it clear in the interpretation.  
 
The researcher’s aim is to engage in discussion with the various practitioners, 
understand practice in ECD centres and, in particular, practice for developing 
children’s oral language and physical intelligence in the age group three to five years 
so as to formulate the basis of the study. 
 
In this study the research method is observation, interviews are adopted as the 
research instrument and a case study is used as the research design. 
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3.3 RESEARCH DESIGN: A CASE STUDY 
A research design is a strategic framework for action that serves as a bridge between 
research questions and the execution or implementation of the research. When 
developing a research design, the researcher must make a series of decisions along 
four dimensions: 1) the purpose of the research; 2) the theoretical paradigm forming 
the research; 3) the context or situation in which the research is carried out; and 4) 
the research techniques employed to collect and analyse data (Durrheim, 1999). 
 
This study is located in the qualitative research design framework which takes its form 
from a multiple case study. Thomas (2011) defines the case study method as a kind 
of research that concentrates on one thing, looking at it in detail and not seeking to 
generalise from it. This means that the researcher is interested in a particular area of 
ECD centres where ECD practitioners provide their practices to assist in the 
development of the children. The researcher’s aim is to investigate the practitioners’ 
understanding of developing children’s oral language and physical intelligence and 
the challenges they face daily in their practices. Thomas (2011) elaborates on this 
very aptly where he describes a case study as being a design where the researcher 
wishes to understand the detail of what is happening. 
 
Identifying a study’s research design is important as it the basis of communicating 
information about key features of the study. Whilst there may be variances for 
qualitative, quantitative and mixed methods of research, there is, however, one 
common denominator that features across all research designs, that is, at one or 
more juncture points in the research process data is collected (numbers, words, 
gestures, etc.), albeit in different ways and for different purposes. Qualitative studies 
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are thus, among other things, studies that collect and analyze qualitative data 
whereas quantitative studies, among other things, are studies that collect and analyze 
quantitative data, and so on. Rule & John believe case studies can provide rich 
insights into particular situations, events, organisations, classrooms and even into 
behavioural patterns of people. 
 
According to Yin (2003) a case study design is when you want to cover contextual 
conditions because you believe they are relevant to the phenomenon under study 
(cited in Baxter & Jack, 2008).  Yin (2003) makes reference to, and differentiates 
between, two methods in case study, a single-case approach, and a multiple-case 
approach. By this differentiation, a single-case study approach is one where a 
singularly unique phenomenon is studied, as opposed to a multiple-case study 
approach which attempts to determine recurrence of incidents, perceptions or events 
using more than one case-study. The researcher involved practitioners from three 
ECD centres and for the purpose of this study a qualitative research design using a 
multiple case-study strategy was used. 
 
3.4 DATA COLLECTION METHODS 
According to Silverman (2011) most qualitative studies are based on asking 
respondents questions or making observations in the field. Literature covers many 
different types of data collection methods associated with case studies and include, 
among others, document analysis, archival records, interviews, video recording and 
direct observation. For the purpose of this study only two data collection methods 
were used through the process of interview and by observation. The latter allowed 
opportunity for the researcher to closely observe interaction between the practitioner 
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and the children in the classroom and how the practitioner’s practices reflected on the 
children in their ability to comprehend and grasp the developmental processes 
introduced. 
 
3.4.1 Observation 
Observation can be described as a systematic method of data collection that relies on 
a researcher’s ability to gather data through his or her senses (O’Leary, 2004). 
Observation, therefore, is a fundamental and highly important method used in a 
qualitative enquiry approach to discover complex interactions in natural social 
settings (Marshall and Rossman, 1999). 
 
One of the characteristics of early childhood care and education is the emphasis that 
is placed on the role of a child. Observation, when used by ECD practitioners in this 
sense, acts as a tool to help understand the children they care for so they may 
provide appropriate experiences to ultimately promote the children’s learning and 
development. It is even suggested that by observation pertinent information about a 
particular child or group of children may be gained and used for planning and 
assessment.  
 
Observations allow the qualitative researcher to experience or observe a setting first 
hand through immersion in that particular setting. This specific lens enables one to 
observe a variety of interactions and behaviours as well as spatial and temporal 
dimensions (Mason, 2002,as cited in Excell, 2011).  Added to the depth and 
complexity, the data generation process allows for observation of the physical 
teaching and learning environment as well as specific aspects of classroom practice 
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and the teacher’s interaction with the children, her peers and any significant other. 
Observation therefore assisted and enabled the researcher to accumulate necessary 
data on teaching methods and the successes and failures of the selected 
practitioners. 
 
This study was anchored on observation.Children stay in day care centres for long 
hours occupied in various activities and observation thus appeared the most suitable 
method for this type of data collection. 
 
The researcher adopted this method to observe the practices presented by ECD 
practitioners to determine if they reflected on and were appropriate for the 
development of children. To gain the in-depth information required, the researcher’s 
aim was to use participative observation in an unstructured mode. This allowed 
intervention and assistance, if and where necessary, when observing the 
practitioner’s interaction with the child group.  
 
3.4.2 The advantages of classroom observation 
There are various advantages of classroom observation which the CDC (2008) 
addresses as follows: 
 
 Data collection can be undertaken where and when an event or activity is 
occurring.  
 It does not rely on people’s willingness or ability to provide information.  
 It allows you to see directly what people do rather than relying on what people 
say they do. 
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This means the researcher is able to observe the class anytime it is permitted by the 
centre and he/she need not necessarily have to rely on the practitioner or willingness 
of the children to provide the information. The researcher is placed in a position to 
observe directly, without verbal reaction, how the practitioner’s practices reflect on the 
children.  
 
3.4.3 The disadvantages of classroom observation 
Disadvantages pointed out by CDC (2008) that may ensue when using an 
observation method are: 
 Susceptibility to observer bias.  
 Susceptibility to the “hawthorne effect,” meaning that people usually perform 
better when they know they are being observed. Indirect observation, on the 
other hand, may decrease this problem.  
 It can be expensive and time-consuming compared to other data collection 
methods.  
 It does not enhance your understanding of why people behave as they do.  
 
3.4.4 Semi-structured interviews 
In literature interviewing has long been the most popular method in qualitative 
research and is often used in case studies. Interviews usually imply one-on-one 
discussions between the researcher and research participants, a sort of guided 
conversation (Rule & John, 2011). They indicate, however, in their argument that 
interviewing is more than just a technical skill and believe it requires preparation, 
interpersonal skills and communicative competence.  
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According to Morgan (1988) an interview is a purposeful conversation, usually 
between two people but sometimes involving more, that is directed by one in order to 
get information from the other (cited in Bogdan and Biklen, 1992). A semi-structured 
interview is “a method that allows for the exploration of emergent themes and ideas 
rather than relying only on concepts and questions defined in advance of the 
interview” (ESDS Qualidata, 2011). A semi-structured interview, applied in this way, 
would help a researcher explore practitioners’ perception of ECD and the challenges 
they face. An interview, therefore, is merely a means for a purposeful conversation to 
derive an answer. Using this method acted as a catalyst thus enabling the researcher 
to obtain relevant information on the teaching methods of ECD practitioners, the 
challenges they face when implementing these methods, and their successes. 
 
3.4.5 Advantages of a semi-structured interview 
The notable advantage of a semi-structured or non-directive interview is ‘its flexibility, 
as pointed out by Markson and Gognalons-Caillard (cited in Stones, 1988, p.152). 
With semi-structured interviews, the researcher has a set of questions on an interview 
schedule but the interview is guided by the schedule rather than dictated by it. In this 
type of interview, the ordering of questions is less important and the interviewer is 
free to probe any interesting areas that arise. 
There is no single method for research that can be perfectly suited to each 
investigation. There are always strengths and weaknesses in each. Bless and 
Higson-Smith (2000:104-109) lists the following advantages of qualitative interviews: 
 
• Qualitative interviews actively involve the respondents in the research process      
  thereby empowering the respondents.  
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• They allow free interaction between the interviewer and the interviewee. 
• They allow opportunities for clarification so that relevant data is captured. 
• They maximize description and discovery. 
• They offer researchers access to people’s ideas, thoughts and memories in  
  their own words, rather than in the words of the researcher. 
 
3.4.6 Disadvantages of a semi-structured interview 
Interviews are in essence flexible tools for data collection. They have a specific 
purpose and are often question-based with the questions being asked by the 
interviewer (Cohen, 2007).Language can block understanding between the 
researcher and the participant. This is especially true if they do not share a common 
vocabulary and meanings. There is a possibility that some elements of an interview 
may not be properly understood by the participants or the responses not properly 
comprehended by the researcher. The solution to this is for both the researcher and 
the participant to illustrate their views using gestures, code switching and, possibly as 
well, technology (computer, for example) for translation or to capture their interaction 
so that it can be read repeatedly at the pace of the researcher or the participant. 
 
Participants, as well, are not always willing to share all that is needed to be explored 
during an interview and the researcher would, therefore, need to create an 
atmosphere that is conducive to the cause. This may be achieved by dialogue on 
teaching experiences and by highlighting the benefits and significance of sharing with 
other people. 
 
62 
 
3.5 SAMPLING PROCEDURE 
A purposive sampling method was used for the selection process. The reason for the 
use of this method was the need to obtain very specific information on practices in 
ECD through the practitioners directly involved. According to Patton (1990) purposive 
sampling is the process of selecting information-rich cases for study in depth. The 
information-rich participants who are selected are knowledgeable and informative 
about the phenomena the researcher is investigating (Schumacher and McMillan, 
1993).  
 
This type of sampling is a non-probability sampling technique which is done with a 
purpose in mind and is a very useful method in situations where the targeted sample 
needs to react quickly and where sampling for proportionality is not the primary 
concern. In purposive sampling you are likely to get the opinions of your target 
population, but you have some bias when volunteers are coincidently sampled from 
the same representative group. Apart from this possible weakness, however, the 
technique is easy to use and has a very high chance of representing the different 
subgroups. Purposive sampling was, therefore, the preferred method used for the 
research approach with the participants involved who, to all intents and purposes, 
were found capable of providing the necessary information required to finalize and 
reach conclusions regarding the findings. 
 
There are more than 15 ECD centres in the particular area of Buffalo City Municipality 
where the research took place but the records of the Buffalo City Municipality Health 
Department (2012) show there are only 11 centres in the area registered with the 
Department. In terms of the Child Care Act 1983, section 30(2), a place of care must 
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be registered so as to ensure that specific quality standards are met (South Africa, 
DSD, 2006). In the researcher’s preliminary findings it was noted that only three ECD 
centres in the area of research made any attempt to make use of regulated 
programmes in their daily practice.  
 
I chose to locate this study in the Buffalo City Metropolitan area as this is where I was 
involved during my experience as a volunteer (see Rationale of study, 1.6). In a 
preliminary study the researcher found there were three registered ECD centres in 
the area where the owners showed particular interest to provide an elevated level of 
education for children from their neighbourhood but were faced with insurmountable 
difficulties to integrate quality programmes into their practice. For this reason the 
researcher shared her experience and resources with them so as to build up their 
knowledge in the development of appropriate practice methods. The researchers’ 
efforts as a consequence cemented a relationship and formed an excellent working 
rapport with the practitioners who consequently confirmed their willingness to 
participate in the research programme.  
 
A similar characteristic of the three ECD centres is that each are owned by a local 
unemployed mother and daughter who opened up the centres after seeing children of 
their neighbourhood being left to their own devices and unattended to by parents who, 
in all probability, were away at work earning a living.  
 
The owners act as principal and practitioner and teach children between the ages of 
three to five years whilst the birth to two years olds, in the baby care unit, are looked 
after by a nanny employed by the owners. From this background the researcher drew 
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upon three samples selected from each of the three ECD centres under discussion. 
 
3.5.1 Sampling of research sites 
The three schools selected for this research are all located in low socio economic 
areas. By low socio economic areas, in this study, the researcher’s reference is to 
those areas with a poor background, outside city limits, and known as “townships”. To 
retain their anonymity these are referred to as centre A, centre B and centre C 
throughout the research report. The selection made for the study was three registered 
Buffalo City Municipality ECD centres providing teaching programmes that the 
researcher had specifically chosen to ascertain, by fact of registration, if they 
provided appropriate programmes in their teaching methods faced by the challenges 
they experience. They were chosen for this study as they are considered 
information-rich centres that were identified with help from the Buffalo City 
Municipality Health Department. 
 
The centres were selected based on their geographical proximity and accessibility. 
This suggests that the centres were selected conveniently since they are in the same 
circuit as that of the researcher and, for the purpose of the study, made them more 
easily accessible.  
 
3.5.2 Sampling of participants 
In ECD centres generally caring for children from age of birth to five years the centre 
will divide the children into two groups, birth to two years, namely a baby unit, and a 
three to five years group. The three to five year is the group that normally participates 
in holistic education development programmes. The researcher concentrated on ECD 
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for children ranging between three to four years and interviewed selected 
practitioners from the centres for this age group for the basis of the study. 
Practitioners were encouraged to elaborate in open discussion on why and how they 
became involved in ECD and the tribulations they faced. This enabled the researcher 
to gain insight into the methods used by practitioners in ECD and the challengers they 
face. 
 
The sampling of participants consisted of one practitioner from each of the selected 
three ECD centres in East London, meaning three ECD practitioners made up the 
sample size. 
3.6 DATA COLLECTION PROCESS 
 
3.6.1 How the study was conducted 
3.6.1.1 Phase one - Negotiation for entry 
 
Department of Education 
Permission was requested from the Department of Education to conduct the study at 
the three ECD centres and an approval letter from The Department of Education, 
granting the research study, was presented to the office of the District Manager. The 
researcher visited the centres and sought permission from persons in charge, 
identified as the current principals, and informed them of the aim of the study. 
 
Arranging with participants  
The researcher was subsequently introduced to the practitioners nominated for 
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participation. The purpose of the research was explained in each case and detail was 
presented on how interviews and observations were to be conducted.All the identified 
participants felt very strongly the research would ultimately assist them in finding 
solutions to their problems and give credence to what they may contribute to the 
future of ECD in the region.  
 
3.6.1.2 Phase two - Pilot study 
A pilot study is a small-scale version of the real thing, a try-out of what you propose so 
its feasibility can be checked (Robson, 2002) and, further,to determine whether the 
relevant data can be obtained from the respondents. (Royse, 1995, cited in De Vos et 
al., 2011). It is important to conduct a pilot study, whether it is a qualitative or a 
quantitative study that is undertaken. In qualitative research a pilot study is usually 
informal and a few respondents possessing the same characteristics as those of the 
main research can be involved in the study (De Vos et al., 2011). A pilot study in 
qualitative research allows the researcher to focus on specific areas that may have 
been unclear previously or to test certain questions (Janesick in Denzin & Lincoln 
1994:213 as cited in De Vos et al., 2011). It is also believed that a pilot study has the 
flexibility of a case study and gives the researcher at least some opportunity to ‘learn 
on the job’. It may, on the other hand, in the initial formulation, lean more towards 
being an ‘exploratory’ role of the case study design that at a later stage, with the 
benefit of experience, have a more ‘explanatory’ or ‘confirmatory’ focus (Robson, 
2002). 
 
The advantage of a pilot study is that it can be used to test the various operational 
definitions and research methods which are still under active consideration, and to 
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see if some of these methods and definitions are more useful, or are simpler, to 
administer than others (Strydom, 2002, De Vos et al.). A pilot study can also be used 
to establish whether participants understand instructions, ascertain how much time it 
takes to test each participant, obtain practice in administering all the tasks and to 
ensure all necessary measures are taken into account for the prime study (Teijlingen 
and Hundley, 2001).  
 
Pilot studies do, however, also have disadvantages, including the possibility of 
making inaccurate predictions or assumptions on the basis of pilot data; problems 
arising from contamination; and problems related to funding (Teijlingen and Hundley, 
2001). 
 
In this research the pilot study was conducted at one ECD centre. This centre was not 
amongst, or part of, the ECD centres earmarked for sampling in the main research 
but it did share similar characteristics to those chosen for the main study. The same 
methods and instruments the researcher intended for use in the main study were also 
used in the pilot study. The reasoning for this was to identify any loopholes in the data 
collection process and to check whether strategies intended for the main research 
would be effective. 
 
The following are the lessons learnt in conclusion to the pilot study conducted: 
 
 It is always wise to negotiate access to the respondents verbally first before 
embarking on the formal procedure of giving them consent forms to sign as 
this helps to build trust and ease any tension that may be experienced during 
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the interview process. 
 Participants express themselves freely and confidently, and provide rich data 
only when they are allowed to speak through an interpreter. The obvious 
reason for this is that English is not their mother tongue and naturally they feel 
more confident conversing in their own language. 
 It is necessary to phone in and confirm your itinerary before going to the 
research site so as to ensure the participants arranged for the interview are on 
site and available within the time frames planned. 
 It is necessary to ask permission for the practitioner to leave her post 
temporarily and have an assistant stand-into ensure the interview can be 
conducted smoothly without interruption. Alternatively, the interview could be 
arranged at 7:00 in the morning, prior to the start of the day’s procedures.  
 
3.6.2 Pilot study report 
The purpose of the pilot study was to ensure the effectiveness of the tools, that the 
question sets were answerable and to enable the researcher conduct a preliminary 
analysis before committing to a full-blown study (Strydom, 2002, De Vos et al.).  
 
The researcher’s appointment was arranged with the principal for 17January 2013 
and it was confirmed the class would commit to the interview. On arrival, however, the 
practitioner was completely unprepared and requested postponement to 21 January 
2013. Her reason was that she had not prepared her morning ring and programme 
due to insecurity in knowing how many children would be attending class. Apparently 
the 16plus children who were in class surprised her compared with the six that 
attended the first day school started. 
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On 21 January 2013 the researcher arrived at 8:06 so as to be ready for the 8:30 
morning ring agreed to in the previous appointment. The practitioner again was not 
ready as she, at this stage, did not know all the children’s names and consequently 
started very much later with her programme. The researcher learned from this 
experience that, for the main study, one must not only get permission from the 
principal but also ensure the practitioner is sufficiently prepared for the interview 
arrangement. 
 
The pilot phase in general went well but there were some challenges that the 
researcher experienced in the process. During the interview and observation of the 
class there were many distractions and much chaos due to the start of the new term. 
The children of this new intake were not familiar with the classroom environment and 
the teacher in like manner was not familiar with the children.  
 
It was also established that a few questions the researcher used in her guide were not 
fully understood by the respondent, particularly in the context of the following terms 
used: “assessment of curriculum”, “typical day consists of”, “teaching approach” and 
“strategies”. This suggested that certain questions needed to be rephrased going 
forward to the main study in order to provide a better understanding for the 
respondents. The questions now read, “What guides your teaching method in its 
content to a suitable teaching programme?”, “Can you describe for me what your 
daily work is as an ECD practitioner?” and “Can you share with me some of the 
teaching methods and plans you use in your classroom?” 
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3.6.3Conducting the main research 
In this phase, data was collected from three selected ECD centres in the East London 
district using interviews and observation as data collection methods. The selected 
centres were different to those used in the pilot study but shared similar 
characteristics in terms of the phenomenon under investigation, that is, all were in 
disadvantaged areas in the East London district, all had unqualified practitioners 
teaching in the centres, all were owned and operated by unemployed women and no 
funding or resources were available to enhance their quality. 
 
Xhosa is the spoken language in most centres and communication was found to be a 
huge problem for the researcher during the pilot study which suggested, for the main 
study, the need to engage the services of an interpreter. The principal from one of the 
centres, who was known to the researcher through previous association in ECD 
community volunteer work, kindly offered her assistance throughout the interview 
process. This assistance proved crucial to the main study as most of the practitioners 
were not fluent in English and, whilst partially understanding, found it difficult to 
express their true feelings in a language other than their mother tongue 
 
3.6.3.1 Phase one – semi-structured interview 
In the pilot study the researcher used the period of nap time for the interview but 
found this not suitable as there were still distractions from those children who were 
not asleep, resulting in the interview taking longer than planned and being hampered 
by flawed answers from the practitioner who clearly became too exhausted to think 
clearly. The interview for the main study, therefore, was arranged and conducted at 
7:00 to ensure the respondent was in prime condition to participate and answer 
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questions without any distractions. 
 
One practitioner from each centre was interviewed using both English and Xhosa 
languages. Questions were raised in English and, when the respondent showed lack 
of confidence in expressing an answer in English, or understanding the question 
raised, the interpreter intervened and translated to, or from, the mother tongue. All 
interviews were recorded digitally and, to validate and augment reliability, the 
researcher invited a second Xhosa speaker, well versed in English, to verify the 
interpreter’s translations so as to avoid misrepresentation. 
 
Two hours were reserved for each interview at the respective centres. 
 
3.6.3.2 Phase two – classroom observation 
In this phase the researcher split the observation into two distinct periods, namely, 
pre-classroom interview, to better understand the planning and readiness for the 
day’s programme, and post-classroom interview, to cross reference and verify 
reliability of the respondent’s answers. Each practitioner was observed three times in 
order to identify classroom practices and not report only on once off occurrences in 
the classroom.   
 
One class from each centre was observed for the age groupthree to fouryears. The 
birth to two year group was excluded as this was only a baby care unit.  
 
The researcher proceeded with the post-classroom interview observation at 8:00as 
that allowed for observation on interaction between parents, children and the 
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practitioner. Observation continued throughout the day and ended after story time 
which was the close of the day’s curriculum programme formulated by the centre.  
 
3.6.3.3 Phase three – data analysis 
The aim of analysis is not just to describe the data collected. We need to describe the 
objects or events to which the data refers and often we want to do more than describe: 
we want to know how, and why, as well as what. The way we do that is to analyse our 
data and, by so doing, we go beyond our initial description, we transform our data into 
something it is not (Dey, 1993). In this study, data was analysed so as to give sense 
to the information the researcher collected from the respondents. 
 
Questions in the interview guide were formulated within the context of the questions 
of the main study and during the pilot phase; these were found to be in line with the 
study. 
 
3.7 DATA ANALYSIS 
Data analysis is “looking for regularities”. It’s the quintessential qualitative act, and it’s 
common to all traditions of scholarship across the humanities and the sciences 
(Bernard & Ryan, 2010). They also differentiate key qualitative and quantitative 
distinctions shown in Table5. 
 Table 5: Key qualitative and quantitative distinctions 
 
Analysis 
Data 
Qualitative Quantitative 
Qualitative A. Interpretive text    
studies.  
B. Search for and presentation 
of meaning in results of 
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   Hermeneutics,    
grounded theory, etc. 
quantitative processing 
Quantitative C. Turning words into 
numbers. Classic content 
analysis, word counts, free 
lists, pile sorts, etc. 
D. Statistical and mathematical 
analysis of numeric data 
SOURCE: Adapted from: Bernard, H.R., and Ryan, G.W. (1996, 2010). Qualitative data, quantitative analysis. 
Cultural Anthropology Methods Journal, 8(1), 9-11. Copyright 1966 Sage Publications. 
Analysis is the search for patterns in data and for ideas that help explain why those 
patterns are there in the first place. Analysis starts before you collect data – you have 
to have some ideas about what you are going to study and it continues throughout the 
research effort. Furthermore, as you develop ideas, you test them against your 
observations; your observations may then modify your ideas, which then need to be 
tested again, and so on (Bernard & Ryan, 2010). 
 
Analyzing qualitative data is essentially a simple process. It consists of three parts: 
noticing, collecting, and thinking about interesting things (Lictman, 2010). Data 
analysis is determined by both the research objectives (deductive) and multiple 
readings and interpretations of the raw data (inductive). Thus the findings are derived 
from both the research objectives outlined by the researcher and the findings arising 
directly from the analysis of the raw data (Thomas, 2003). Data analysis requires 
creativity, discipline and a systematic approach to analysis and interpretation of the 
data in its correct order and understanding (Taylor-Powell & Renner, 2003). 
 
Hesse-Biber & Leavy (2006) provide three steps for data analysis. Step one is to 
prepare the data for analysis with the researcher reviewing and reflecting on the data 
as it is collected (cited in Mertens, 2010). Steps two and three are the data 
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exploration phase and data reduction phase. These two phases are synergistic as the 
researcher explores the collected data and draws from it the relevant parts pertinent 
to the study. 
 
The next section discusses how access was gained to the research sites and gives 
some detail of the participants. 
 
3.8 ETHICAL ISSUES 
Ethics is a set of moral principles which is suggested by an individual or group. It is 
consequently widely accepted and offers rules and behavioural expectations about 
the most correct conduct towards experimental subjects and respondents, employers, 
sponsors, other researchers, assistants and students (De Vos et al. (2011). 
Furthermore, the essential purpose of ethical research planning is to protect the 
welfare and the rights of research participants (Durrheim and Wassenaar (1999). 
 
Ethical considerations are important and we must think of them throughout a research 
process, in the research paradigm, research planning, data gathering and analysis, 
and in the final writing up (Mukherji and Albon, 2010). 
 
According to Cohen et al. (2000) ethical issues may stem from the kinds of problems 
investigated by social scientists and the methods they use to obtain valid and reliable 
data. They state the nature of ethics in social research, generally; sources of tension 
in ethical debate; and problems and dilemmas confronting the researcher, including 
matters of privacy, anonymity, confidentiality, betrayal and deception. 
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The following ethical issues are addressed in the study: 
 
3.8.1 Informed consent 
Informed consent has been defined by Diener and Crandall (1978) as ‘the procedures 
in which individuals choose whether to participate in an investigation after being 
informed of facts that would be likely to influence their decisions’ (cited in Cohen et al., 
2000).  
 
Respect for persons requires that subjects be given the opportunity to choose what 
shall or shall not happen to them(Grinnell & Unrau, 2008, as cited in De Vos et al., 
2011). Respondents may be exposed to the possibility of advantages, disadvantages 
and dangers in the process of acquiring information and it follows, therefore, that 
throughout any process where consent is required in research one needs to be ever 
mindful of the respect that is due to the respondent (Royse, 2004; Williams, Tutty & 
Grinnell, 1995). Therefore, Hakim (2000) believes written informed consent becomes 
a necessary condition rather than a luxury or an impediment.  
 
Patton (2002) suggests that before the interview or during the opening of the 
discussion the researcher should communicate to the participants that the information 
is important and the reasons for that importance should be given, while the 
willingness of the interviewer to explain the purpose of the interview should be clear. 
The researcher must ensure that participants are legally and psychologically 
competent to give consent and they must be aware that they would be at liberty to 
withdraw from the research at any time (Babbie &Mouton, 2001; Congress & Lynn 
1994; Corey et al., 1993; Grinnell & Unrau 2005; De Vos et al., 2011). 
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Informed consent is a voluntary agreement to participate in research. It is not merely 
a form that is signed but a process in which the subject has an understanding of the 
research and its risks. Informed consent is essential before enrolling a participant and 
is ongoing once the participant is enrolled (Ortiz et al., 2008). The researcher 
provided participants with information about the research and formally requested their 
permission to participate in the research. Issues related to the study such as its goals, 
procedures of investigation, possible advantage or disadvantages were shared. Proof 
of consent was achieved through the use of consent forms that each participant was 
required to sign and return. This is shown in the Appendix. 
 
3.8.2 Anonymity and confidentiality 
Every individual has the right to privacy and it is his or her right to decide when, where, 
to whom and to what extent his or her attitudes, beliefs and behaviour will be revealed 
(De Vos et al., 2011). “The confidentiality of information supplied by research subjects 
and the anonymity of respondents must be respected” (ESRC Ref, p.1, quoted in 
Lancaster University Website, 2006). 
 
This study maintains strict adherence to anonymity and confidentiality of participants, 
even if the findings, at any time in the future, become published. This was 
communicated to the participants formally and, to achieve this, the name and address 
of data sources were not recorded. Every attempt was made to group the data 
collected so that personal characteristics or traceable details of the participants were 
not to become known and on completion of the study all tape recorded data was 
destroyed discretely. 
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3.8.3 Voluntary participation 
At all times participation should be voluntary and no one should be forced to 
participate in research (Rubin & Babbie, 2005, cited in De Vos et al., 2011).  
 
The researcher ensuredthat these standards were strictly adhered to and 
participation in this study was strictly voluntary, with participants having the freedom 
to withdraw at any time. This was explained to each participant before the research 
commenced. 
 
3.9 TRUSTWORTHINESS 
Guba (1981) offers the concept of trustworthiness as an alternative to reliability and 
validity (cited in Rule & John, 2011). The trustworthiness of a qualitative study can be 
increased by maintaining high credibility and objectivity (LaBanca, 2010). A research 
definition of trustworthiness might be: “Demonstration that the evidence for the results 
reported is sound and when the argument made, based on the results, is strong.” In 
order to maintain high trustworthiness in a qualitative study, Krefting (1991) suggests 
four criteria to ensure valid interpretation of data: truth value, applicability, 
consistency and neutrality.  
 
In a qualitative approach, truth value is measured by credibility: having an adequate 
engagement in the research setting so recurrent patterns in data can be properly 
identified and verified. Applicability is established with transferability, allowing readers 
to be able to apply the findings of the study to their own situations. Consistency is 
defined in terms of dependability, which implies traceable variability, meaning 
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variability that can be ascribed to identified sources and whether the findings would 
be consistent if the inquiry were replicated with the same subjects or in a similar 
context. Neutrality has its criterion in objectivity: freedom of bias in research 
procedures and results. It refers to the degree the findings are a function solely of the 
informants and to the conditions of the research without such bias. Since a qualitative 
researcher’s perspective is naturally biased due to his or her close association with 
the data, sources, and methods, various audit strategies can be used to confirm 
findings (Bowen, 2009; Miller, 1997). Therefore, trustworthiness of interpretations and 
findings are dependent on being able to demonstrate how they were reached 
(Mauthner & Doucet, 2003). 
 
De Vos et al. (2011) state that qualitative researchers have become increasingly 
uncomfortable with the criteria as outlined above and have challenged with renewed 
intensity the use of Lincoln and Guba’s (1999) criteria to assess qualitative studies. 
They argue that these criteria are incompatible with the features of qualitative 
research and that it is unfair to use criteria based on positivism to assess qualitative 
research (De Vos et al., 2011).  
 
In the process, qualitative researchers have come up with more and more checklists 
and frameworks for assessment and there are various approaches on the basis of the 
strengths and limitations inherent in the methodology that is applied (Nell, 2005, as 
cited in De Vos et al., 2011). Others underline the research process and, therefore, 
emphasize the rigor and authenticity (or trustworthiness) of the researcher’s 
credibility, the argumentative defensibility of the scientific report, and the 
transferability of the findings. Some studies, on the other hand, follow a more 
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pragmatic approach that questions the applicability or instrumental value of the 
research.  
In this study the research was based on the criteria of Lincoln and Guba whereby 
assessment was made on the trustworthiness of qualitative data. The criteria for this 
assessment are incredibility, transferability, dependability and confirmation of data. 
To ensure that the rigors of the research process were met, the researcher 
communicated findings with the respondents from which the data was drawn and 
requested of them assistance in the verification of the collected data. In so doing the 
researcher allowed the respondents to actively provide constructive criticism, verify 
the reliability of the findings and enhance credibility of the report. In this study, the 
findings were not applied to contexts other than the one under study. 
 
3.9.1 Reliability 
Reliability is a matter of assembling dependable evidence combined with the method 
used to assemble the evidence but when making a claim about the meaning of this 
evidence it becomes a validity issue (Schwwandt (2001). Reliability essentially, 
therefore, is a synonym for consistency and reliability over time, over instruments and 
over groups of respondents (Cohen, Manion and Morrison, 2000). In qualitative 
research reliability can be regarded as a fit between the researcher’s record of data 
and what actually occurs in the natural setting that is being researched, and the 
quality of recordings and transcripts has important implications for the reliability of 
conversation and analytic research (Cohen et al., 2000;Perakyla, 2004). 
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3.9.2 Validity 
Validity is an important key to effective research. As Silverman (2010) describes it, 
‘validity’ is another word for truth. If a piece of research is invalid then it is worthless 
(Cohen, Manion and Morrison, 2000). Maxwell, echoing Mishler (1990), suggests that 
‘understanding’ is a more suitable term than ‘validity’ in qualitative research. He 
further explains that researchers are part of the world that researchers are 
researching, and they cannot be completely objective about that, hence other 
people’s perspectives are equally as valid as our own, and the task of research is to 
uncover these. Validity, then, attaches to accounts, not to data or methods 
(Hammersley and Atkinson, 1983, cited in Cohen et al., 2000).  
 
3.10 SUMMARY 
This chapter outlines the research methodology used in this study and has been done 
with reference to the research questions and problems, as well as to the aim or 
purpose of the study. The research methods and methodology that were employed 
have also been explained in detail, i.e. the research approach, research paradigm, 
research design, sample and sampling, data collection methods and analysis of data. 
 
The following chapter deals with the presentation and analysis of data as well as a 
discussion on the findings.  
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CHAPTER FOUR 
PRESENTATION AND ANALYSIS OF DATA 
 
4.0 INTRODUCTION 
In this chapter the researcher presents and analyses data that was collected through 
interviews and classroom observation. The data that is presented and analysed 
responds to the following research questions: 
 
Main research question 
 
What are the types of practices ECD practitioners engage in to support children 
from three to five years in three Buffalo City Municipality’s ECD centres in low 
socio economic contexts? 
 
Sub-research questions 
 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts acquire 
physical intelligence? 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts acquire 
oral language? 
 What are the practitioners’ reasons for the selected practices? 
 What factors challenge the ECD practitioners in the implementation of the 
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selected practices? 
 
This chapter is structured as follows: 
 
4.1Profiles of the research sites   
4.2 Profiles of the respondents   
4.3Presentation and analysis of data gathered through semi-structured interviews 
4.4Presentation and analysis of data gathered through classroom observation 
4.5 Conclusion 
 
4.1PROFILES OF THE RESEARCH SITES 
Table 6: Profiles of the sites 
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Table 6 above shows the profiles of the sites where the research was conducted. 
Three centres were selected for this research and for ethical reasons these centres 
are referred to as centre A, B and C. They are referred to as such throughout this 
research report. The three centres are located in the township areas of Buffalo City 
Municipality and are owned by unemployed women who have no financial 
background or support and who care for children from birth to five years. They are 
registered with the local authorities but are endorsed to operate only under special 
concession pending they be upgraded with proper facilities and infrastructure. In 
addition they are registered with the Department of Social Development as NPOs 
which effectively means that no profit may be gained out of the operations whatsoever. 
The number of children who may be registered in terms of the Health Department’s 
municipal legislation varies according to infrastructure and availability of space. It was 
noted through the research, however, that all three centres exceeded their allowance 
quota substantially. From the above table, and by Health Department standards, 
centre A may only register 47 children but they have in excess of 60children enlisted 
and this trend follows through with a similar pattern for centres B and C. The result is 
an unacceptably low staff to child ratio which inevitably impacts negatively on the 
learning process. Centre A has two classes, one for toddler’s birth to three years, and 
the other for three to five years old children which forms the subject of the study. The 
three staff members that are available are shared between the two classes and in like 
manner one teacher is set aside for each class group. The number of children for the 
children three to five years group are in between 30-44in one class. 
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4.2 PROFILES OF THE RESPONDENTS 
Table 7: Profiles of the respondents 
Centre Respondent 
code 
Gender Age Teaching 
experience 
Highest 
Qualification 
ECD Training 
A A01 F 23 1 year Gr12 ECD basic skill/concept 
development 
       
B B02 F 46 17 years Gr10 ECD basic skill /concept 
development 
       
C C03 F 41 3 years Gr12 ECD basic teacher training 
course/NQF Level 4 current 
study 
       
 
Table 7 above shows the profiles of the respondents from centres A, B and C 
respectively who participated in the research. For ethical reasons these respondents 
are referred to as respondent A01, B02 and C03 and are referred to as such 
throughout this research report. All three respondents are female, and have had 
experience in the ECD environment ranging between one and17years. Their age 
varied from 23 to 46 years old and their highest qualification appeared incompatible 
with their experience as ECD practitioners. Respondents A01and C03 both have a 
Grade12 qualification but only have one and three years’ teaching experience 
respectively. Respondent B02 has seventeen years of experience but she holds only 
a grade10 qualification.  Respondents A01 and B02 have only basic ECD skills 
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development training but do not yet have a level one certificate. Respondent C03 was 
the most qualified, holding a certificate obtained through a course study in ECD basic 
teacher training, and is currently studying for her NQF level 4 in ECD 
 
4.3PRESENTATION AND ANALYSIS OF DATA GATHERED THROUGH 
SEMI-STRUCTURED INTERVIEWS 
Semi-structured interviews were used in response to the following research questions 
of the main study namely: 
 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts acquire 
physical intelligence? 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts 
acquired oral language? 
 What are the practitioners’ reasons for the selected practices? 
 What factors challenge the ECD practitioners in the implementation of the 
selected practices? 
 
Before investigating the practitioners’ practices, the researcher first examined their 
understanding of ECD so as to determine the importance and purpose the 
practitioners attached to having centres for children between the age group three to 
fiveyears. 
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4.3.1 ECD practitioner’s understanding of the context of ECD 
In response to the question raised by the researcher to the practitioners on what they 
understood by the context of ECD, the three respondents shared similar beliefs and 
these include: preparing the children for school; giving back to the community, 
creating jobs for themselves and instilling values. 
 
Practitioner A01“To give education to those who do not have the privilege of having 
access to any form of education and supply them with the means to receive a good 
and basic education. The hope, in doing this, is to prepare the platform for further 
educational progress so as to create job opportunities for them and improve their 
lifestyles, become better persons, and ultimately learn love and kindness that can 
later be passed on to help all in the communities”. 
 
Practitioner B02“I want to teach children so they can be ready for mainstream school 
when they leave. They must know what is important, how to greet people, show 
respect and love each other. Children must be educated so that later they will have a 
better life and future”. 
 
Practitioner C03“The importance and purpose of having ECD centres is to help 
children learn respect, have appreciation for time management and understand what 
is right and wrong so they may help the community when they grow up. It is important 
to help them develop holistically in the areas of physical, emotional, social, 
Intellectual and language development. This gives them the right grounding in 
preparation for later schooling”. 
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4.3.2 Practices to support children acquire oral language 
The practices employed by the practitioners in this study included: discussions, music 
and story telling    
 
Discussion as a practice to support children acquire oral language 
Only two of the practitioners (B02 and C03) reported to use discussion as a practice 
for developing children’s oral language.   
 
Practitioner B02“If my theme for example is about animals I will place some animal 
toys on my theme table and discuss the animal types with the children. After this 
introduction and brief on the theme I will ask them questions to see if they have 
absorbed any of the information. They will then be separated into different groups and 
each group will be given an animal character to draw”. 
 
Practitioner C03“After receiving the children in the morning I sing with them, teach 
them how to count numbers and question them on the day, date, month and weather. 
This week my theme is water. I will prepare one bottle of clean water and one bottle of 
mud water and introduce these two waters to the children asking which one is 
drinkable and which will make you sick. We will discuss what water can do for us and 
where you will find clean as well where you will find mud water. After introducing this 
to the children I will ask questions based on what was discussed. Their answers will 
help me determine whether they had learnt from the lesson”.  
 
Music as practice to support children acquire oral language 
All the practitioners reported to use music to support children develop oral language. 
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All practitioners claimed that children learn new words from the songs and through 
actions they also learn the meanings of those new words. However, the practitioners 
also voiced their limitations in using music as a practice to support children acquire 
oral language 
 
Practitioner A01and B02reported in similar manner that they do not have many songs 
that they can sing which relate to the themes they do but they make do and sing 
anything they know that allows them to do movement with the children. Unfortunately 
they do not have any instruments to play. 
 
However, practitioners B02 and C03 also reported that they also used music 
meaningfully for other purposes.  
 
Practitioner B02used song to teach the children how to count and to make them 
aware of their body parts. She as well integrated the meaning of two languages that 
the children may understand in both the Xhosa and English vocabulary. 
 
Practitioner C03 used song to teach the children manners and instil in them values 
such as showing respect to their grandparents and elders. 
 
Practitioner C03“At second ring I will do music movement with the children and we 
will sing about grannies and aunts. This is to teach children respect for the elderly. 
One child will be chosen to stand in the middle of the circle with me and each child in 
the circle will find their own partner to do the movement with. This is to learn to 
participate together”. 
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In support of this practice is Jackman (2012) who claims that music is a language, a 
means of communication. It is communicated through tone, rhythm, volume, range, 
tempo and movement (Greenberg, 1979, as cited in Jackman, 2012). It is believed 
that all humans come into the world with an innate capability for music. A child’s 
involvement with music includes listening, aesthetic examination of what they hear, 
being creative in activities related to singing, body movement to tempo and, finally, 
making and playing instruments Jackman (2012). 
 
From the data gathered it was found that the practitioners had very limited knowledge 
with respect to the methodology to draw or expand on the latent capabilities that are 
innate in a child. Moreover, it was apparent that all the practitioners had absolutely no 
knowledge of how to improvise in the creation of instruments for the children to be 
innovative and relish in the experiment. 
 
Storytelling as a practice to help children acquire oral language 
All the practitioners reported to using storytelling as a practice to support children 
acquire oral language. However, they differed in their approaches for implementation. 
 
Practitioners A01 and B02 replied in a similar manner, both saying they used any 
book which was available to them at the time to read during storytelling and 
subsequent to the narration would ask the children questions on the theme of the 
story. 
 
Practitioner C03“Story time I will use dolls and a model car to be my story aids. The 
story will based on this theme and I will make up my own story for children and we go 
90 
 
along. Other times I do use book to tell a story from”. 
 
All three respondents used storybooks as an aid in their practice to acquire oral 
language for the children. It was noted, however, that they did not engage in the use 
of any other aids like puppets or dramatic play to make storytelling more interesting. 
Respondent C03 mentioned that she sometimes created her own story without 
citation from a story book which she would use in relation to her theme of the day. 
 
Puppets can be an important and effective tool in maintaining children’s attention, 
involving listeners in the telling of the story and providing a visual and kinesthetic 
experience to augment the aural one (Richards, 2007, as cited in Jackman, 2012). 
Dramatic play is one of the most valuable forms of play in children. Children learn 
language as their play characters express themselves to their peers and social 
relationships are strengthened (Miller, 2002, as cited in Jackman, 2012). Preschool 
children love to have stories read to them. They will retell the stories as they play. 
 
All preschool children benefit from instruction focused on enhancing oral language. 
They can be learning many oral language skills at the same time. Direct instruction 
provides opportunities for children to learn new vocabulary, new concepts, definitions 
and synonyms for words, and to use this rich language in meaningful contexts (Bell 
and Westberg, 2009). 
 
4.3.3Practioners’ understanding of their practices 
Practitioners C03 and B02 appeared to have a clear understanding of what the 
development of oral language entails whereas Practitioner A01had very little 
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understanding of the concept and seemed to apply only what she had been taught in 
her training. 
Practitioner A01“I do not fully understand what the meaning of methods is. I just 
follow the framework from my skills training and use other ideas that was(were) 
passed on to me by a volunteer from the Tzu Chi Foundation’s who visited our centre 
and shared her knowledge and experiences with us”. 
 
4.3.4Music movement as practices to acquire physical intelligence 
Practitioners A01, B02 and C03 all reported in a similar manner: 
 
At second ring they do music movement with the children and we sing. One 
child is chosen to stand in the middle of the circle with practitioner and each 
child in the circle will find their own partner to do the movement with. This is to 
teach them to participate together. 
 
In support of this practice is Jackman (2012) claims music and movement are 
intertwined. They reinforce and strengthen each other. A child hears music, 
and she moves in response. A child’s physical maturation process motivates 
her to move naturally in response to internal and external stimuli. 
 
4.3.5 Outdoor play as practices to acquire physical intelligence 
The three practitioners used outdoor play and indoor play to enhance the children’s 
physical intelligence development. It was learned by the researcher that their 
understanding of outdoor play is for children to break off from the academic learning, 
even if it meant just sitting inside a classroom. Centres A and C do have sufficient 
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outdoor space which enabled the children to play freely outside. What they did not 
have, unfortunately, was suitable equipment needed for the enhancement of outdoor 
play and this was mainly due to lack of funding. Centre B did not have an outdoor play 
area at all solely due to the non-availability of space. 
 
Adults should provide materials, safe spaces and toys to encourage children’s play 
without interference. Structures should be enjoyable in the indoor and outdoor 
environment so that it reflects children’s individual strengths, interests, abilities and 
needs (Whitebread et al., 2012).These characteristics are, unfortunately, are not 
apparent in low socio-economic area day care centres and this presents an enormous 
challenge for the practitioners to reach suitable and acceptable levels of development for 
the children. 
 
4.3.6Reason and beliefs for practitioners’ choices of practices 
They appeared to have applied only what they learned in their course training without 
fully understanding the whole concept of development. This was especially noticeable 
with respondentsA01 and B02. Respondent C03 had a far greater understanding of 
what is required for child development. 
 
Practitioners A01, B02 and C03 all reported in a similar manner: 
 
Children are received from 6:30 and start with the morning ring at8:30 through to 9:00. 
The creativity period starts straight after9:00 until9:30 and this is followed by a toilet 
break and snack time. A register is then compiled during the period the children are 
eating. Outdoor play then takes place after snack time around 10:15 until 11:00 which 
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then starts the second ring for 15minutes for quiet play followed by the last curriculum 
programme ending with story time from 11:35 to 12:00. After story time the children 
have free indoor play until it is time for lunch at 13.00. Nap time is from 13:30 until 
14:30 when the parents start arriving to collect their children. Most children leave just 
after14:30. 
 
The responsibility of an ECD practitioner is to design quality programmes that help 
guide and develop children holistically in the approach to learning. 
 
Practitioner A01“I do not fully understand what the meaning of methods is. I knew 
this before but I have forgotten. My understanding of English is not very good and I 
even struggled when I was at school. The Principal gives me a year planner with set 
themes for the year to plan my lessons on. I plan my lessons accordingly but 
sometime I really struggle to find the means as we do not have many resources in our 
centre. I often check through the pack you gave us and also ask the parent who 
teaches grade R”. 
 
Practitioner B02“I do not plan. I just teach from my past experiences although 
sometimes I look up from the weekly plan template of my last training”. 
 
Practitioner C03“I use what I have learned from my training to plan and also from my 
experiences in teaching”. 
 
When analysing the data it is clear that all three practitioners have limited knowledge 
when it comes to formulating suitable practice programmes essential for the 
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appropriate development of children. There is a distinct lack of training in the basic, 
and advanced skills necessary for this extremely important stage of a child’s life. The 
situation is further exacerbated by a shortage of crucial teaching resources and the 
absence of apt infrastructure which, overall, places a major restraint on their ability to 
provide quality practice. 
 
The most important practices for practitioners are high competence levels in teaching 
and ability in the practices of preparation and planning.  These important steps affect 
what is being conveyed in the learning process and the quality of what is being 
provided by the practitioner. 
 
In South Africa the Department of Education has draft guidelines for practitioners to 
set up their teaching practices for children from birth to four years. This practice is 
mutually shared with various theorists from Western countries such as Piaget and 
Vygotsky in cognitive and socio-cultural theories and name curriculum based on 
certain areas of contentment comprising social development (initiative and social 
relations), visual and performing arts (creative representation, movement and music), 
reading (language and literacy), and maths and science (numbers, classification, 
serration, space and time) (Marais, 2012). 
 
A High Scope active learning educational approach has been broadly adopted by 
South Africa’s ECD training institutions (Marais, 2012). The components of active 
learning are manipulation of material, choice of activities, and the use of language. As 
children are actively engaged with learning materials, teachers and other adults, must 
help them communicate what they are doing and refine their language and cognition 
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skills. 
 
It was found from all three respondents that these practices to a large degree are 
being applied in their practices. The exception was emphasis on language tuition to 
cater for the variation in the prolific language styles of the country.  
 
4.3.7On challenges and successes 
An essential lack of funding appeared to be the foundation upon which all three 
practitioners based claim to their inability to provide a resilient ECD practice. Whilst 
this may be fundamentally correct, it can hardly be construed as a root cause. Many 
other factors come into play, especially that of suitable training and skills 
development. 
 
The following quotes are direct responses and any errors in meaning therefore rests 
with respondents.  
 
Practitioner A01“The biggest challenges we face are unpaid fees, shortage of 
equipment, learning material, stationery and lack of training for the staff. We do not 
have funds to run the centre in a proper manner; the environment is not suitable and 
we have poor infrastructure. There is a huge problem in our class when it rains as it is 
leaking badly. Everything inside gets very wet causing damage to our paper and 
information and we do not have the funds to fix the problem”. 
 
Practitioner A01“Another problem is that parents do not bring their child to the centre 
at the specified start time and arrive whenever it is suitable for them. This shows 
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neglect as it impacts on their child’s opportunity to learn from the morning ring and 
creativities”.  
 
Practitioner A01“We have had few successes which we are proud of especially 
when we achieved first place in the Sport award and second place in the music 
awards. This was when we competed against all the day care centres in East London 
in an outing at the end of the year. Parents from outside of our area have heard we 
teach children in English and they transport their children to our centre everyday to 
learn. This is also a success for us”. 
 
Practitioner B02“The main challenge this centre faces is lack of space. The 
classroom is too small. Children do not have enough space to sit or do movement and 
they have to do their creativities on the ground as the area cannot accommodate a 
table. We also do not have funds to go on outings, to buy tables and chairs, and we 
are very short of learning material. The staff presents a problem as well. They do not 
have passion or commitment for the children and only think of the money they earn in 
salary. My challenge is that I need more teaching aids, equipment, resources, chairs,   
tables and a much larger area to enable me to provide an even better education for 
the children. I also need as well continuous lifelong training so as to enhance my 
knowledge constantly”. 
 
In support of the challenges faced by Practitioner B02 Bredekamp (1997) suggests 
ideal group size of a classroom should be limited so as to accelerate individualized 
instruction and a developmentally appropriate practice for children in a specific age 
group. No more than 9-10 children between ages four to five should be assigned to 
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an adult and younger children require smaller groups (as cited in Rampmeyer, 2000).  
Any overcrowded classroom, especially common in low socio-economic areas, leads 
inevitably to neglect and culminates in a decline in the quality of learning. 
 
Practitioner C03“The challenges for this centre are firstly the teachers who need 
more information available to them and need to be more suitably educated for their 
position. We need a proper infrastructure in place and funds for essential supplies 
and furniture. We need more teaching aids, equipment, resources, chairs, tables and 
a much larger area to enable us to provide an even better education for the children.” 
 
Practitioner C03“The success of this centre the reputation we have gained in the 
development of children in music, sport and knowledge. This shows by the number of 
children we have at the centre and the number of families who want to enrol their 
children here”. 
 
Challenges will continue to exist for ECD centres in disadvantaged areas and no 
matter the severity, or how long it takes, one will always find a way to overcome them.  
All respondents indicated that the main challenges they faced were poor 
infrastructure, funding, a shortage of resources, and the lack of parental involvement. 
Evidence of these challenges was clearly noted in the researcher’s observations. Of 
the three centres that were the object of this study, A and C operated from shacks 
built of wood with corrugated iron roof sheeting and B operated from a RDP house 
that had limited space. Centre A was in a particularly bad shape and leaked badly 
every time it rained.  
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Not one of the centres had proper furniture or equipment available to them. All were 
struggling against immense odds and did not have funds for resources or to upgrade 
the infrastructure of the centres. With all this hardship they were making do with what 
they had, constantly hoping they would receive assistance from the government or a 
NGO at some point in time. In terms of their daily programme children effectively 
should arrive between 7:00 and 8:00 in the morning but it was noted that certain 
parents brought their children as late as 10:00. Respondents A01 and B02 mentioned 
in the interview that this behaviour interrupted their programmes and resulted in the 
late comers missing important activities and learning programmes. All three 
respondents clearly indicated the need for a parent workshop to address the 
problems and pointed out the importance of parental involvement in the centres. 
Funds, however, for these workshops are an ongoing issue and presently are not 
available. 
 
The challenges the practitioners face are the lack of training, teaching resources and 
parental involvement. All three respondents indicated their wish to go for training each 
year so as to update their knowledge but the issue again was a shortage of funds. 
Respondent C03 is the only one, of the three, fortunate enough to be receiving 
assistance from the DoE for her current NQF level 4 studies. The other two 
respondents only have basic ECD training which impacts on the competency and 
quality of their teaching methods. A shortage of teaching resources is another 
challenge faced by all three respondents and they feel they are placed at a 
disadvantage by this limitation to provide the necessary variety in creative activities 
for the children.  
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Respondents A01 and B02 both have problems with parents who bring their children 
late to the centres. They miss the morning ring and creative activities which leads to 
the conclusion that parental involvement seems to appear non-existent at the centres. 
All respondents live in the hope that NGOs or government will, at some time, assist 
them with funds for training and resources. Parents have been requested to assist 
where possible in alleviating the resource shortage but, unfortunately, they are 
poverty stricken and unable to help. The practitioners were hoping to accumulate 
some support through fundraising so as to sponsor a workshop for the parents to get 
them more actively involved in the centre and in the education of their children. 
 
Parental involvement  
Parents’ involvement in the early childhood programme helps meet the needs of 
children, families and the programme itself (Catron and Allen, 2003). It helps children 
feel they are supported and secure in the classroom environment when parents are 
involved in a variety of the programme’s activities (Ibid). Catron and Allen (2003) 
indicate that parent participation in special activities can send a message to the child 
that the early childhood programme experience is important and enjoyable. Parents 
also become more familiar with the programme’s curricular activities, the 
management and guidance policies and they can provide consistency between 
homes and the centre (Ibid). 
 
In most programmes, the daily interactions between parents and teachers that occur 
at arrival and departure times are the means by which most information is shared 
(Powell, 1989b, cited in Catron and Allen, 2003). Teachers must create a setting for 
this interaction and communication. Staff schedules must be arranged so that a 
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teacher is available to greet and talk with parents, and other staff members are 
available to greet and interact with children (Catron and Allen, 2003). The researcher 
noted from observation of the three centres that parents or siblings bring the children 
to the centre and do not communicate with the teacher. This is mainly because the 
teacher, at most times, is busy with other children, or trying to get ready for the day, 
and proves that there is a definite shortage of staff at these centres.   
 
This lack of contact inevitably gives rise to parents not being familiar with the routines 
and programme planning of the centre, consequently leading to frustration on both 
sides  
 
4.4PRESENTATION AND ANALYSIS OF DATA GATHERED THROUGH CLASSROOM 
OBSERVATION 
The researcher observed the classroom practices to look for evidence to support the 
findings gathered in the interview process with the practitioners on their practices 
relating to the main research question. Three practitioners’ classrooms were 
observed during the presentation of their daily programmes using the observation 
schedule. The schedule was developed in line with the ECD service guidelines of the 
Department of Social Development (see Appendix C) which emphasizes the 
infrastructure for indoor and outdoor equipment, and legal perspective of the centres.  
The observation was used to respond to the main research questions of the study, 
namely: 
 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts acquire 
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physical intelligence? 
 What are the types of practices early childhood practitioners engage in to 
support children from three to five years in low socio economic contexts 
acquired oral language? 
 What are the practitioners’ reasons for the selected practices? 
 What factors challenge the ECD practitioners in the implementation of the 
selected practices? 
 
4.4.1 Practices that assist in acquiring physical intelligence 
 
Themes emerged from the observation that gave credence to the research questions 
and proved to have direct relevance to the practitioners’ practices. 
 
Through observation at each centre the activities were found to be aligned with what 
was stated in the interviews. The practices used for the enhancement of physical 
intelligence by all three practitioners were outdoor play, indoor play and music 
movement. However, in centres A and C the outdoor areas had limited equipment for 
the children to play. It was also noted that the practitioners’ from both these centres 
did not supervise the children at play, meaning they were not able to provide 
appropriate practice methods for development and missed the opportunity of 
monitoring how the children develop in physical intelligence and other development 
areas that may arise from the activity. Centre B did not have sufficient outdoor space 
for the children to participate in outdoor play and they were only allowed outside for 
short periods merely to relax their feet from the long period of being seated indoors. 
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The limited space in this centre naturally would impact negatively on gross motor 
development of the children due to restriction in movement. 
 
All three centres used circle discussion, singing movement and outdoor play to assist 
the children in physical intelligence development. However, it was noted by the 
researcher that all the practitioners had little understanding of the practices they were 
implementing and of the purpose or benefit the children would gain from the activity. 
They appeared to do only what they had been told to do. 
 
A combination of play with planned movement experiences specifically designed to 
help children develop fundamental motor skills is beneficial in assisting young 
children in their development. Regular scheduled and appropriately designed 
movement experiences, enhanced by regular indoor and outdoor play experiences, 
give a child the opportunity to freely practice and develop the necessary skills needed 
for development. (Rampmeyer, 2000). 
 
4.4.2 Practices that develop oral language 
All three centres applied the use of circle discussions involving questions, music and 
storytelling to help the children develop oral language. Notes were taken from the 
observation at each centre. 
 
Centre A: The practitioner started the circle discussion without an introduction of a 
theme yet went straight into asking the children if they knew the theme of the day. 
The children appeared completely lost by this approach and clearly did not know what 
she was talking about. During the music ring the practitioner started to sing and all the 
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children followed but it was noted they only imitated the sound and had no 
comprehension of what the song was about. When it came to storytelling, the 
practitioner read a story from a story book which was noted as not age appropriate. It 
had no pictures in its content, was in very small print, and it was a very long story for 
this age group. 
 
Centre B: The practitioner started with song and counting numbers with the children 
following her. It was noted that the children did not know the meaning of the song and 
clearly did not know the meaning of each number. Again it was merely the case of 
imitating sound.  
 
All three practitioners used circle discussion, questions and music to enhance the 
children’s knowledge in oral language. There was, however, inappropriate practices 
observed by the researcher in the following context: 
 
 Too large a group resulting in the inability of the practitioner to monitor each 
child 
 Mixed age group which created a problem for the practitioner to provide an age 
appropriate programme for the group 
 Insufficient knowledge of the song 
 No explanation of the meaning of the song to children. 
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4.4.3Reason for practitioner’s choice of practices 
It was found that the principal reason for the practitioner’s choice of practice was that 
which had been taught from training courses in which they had participated. They 
appeared not to have a complete understanding of the entire concept of early 
childhood development. From the observation sit was found that all three used a 
predetermined daily agenda as a guideline for activities of the day, the curriculum of 
which, for the activities of all three centres, is detailed below. 
 
Centre A’s classroom activities 
6:30 Children started arriving, gathering in the principal’s RDP house alongside the 
centre, and played amongst themselves whilst the principal and practitioner readied 
themselves for the day ahead. The somewhat early start for this centre was to assist 
certain parents who had to start work at earlier times than normal. In some instances, 
however, children were brought to the centre by their siblings. There was no 
communication between parents and the practitioner or principal at this time due to 
the rush for the parents to be at work on time. The children were then moved across 
to the centre at around 8:20. 
 
8:30 – 9:00 The day started with the theme of the day. They had a theme table but no 
display on it and used, instead, their own made up theme posters to teach. The 
posters had major flaws; improper pictures and fonts were used. There was no 
introduction done for the theme, especially considering it was the first day. The 
practitioner proceeded straight into asking the children questions about her theme 
and the children appeared to be completely lost and confused in this process; none 
participated. Individual children were then singled out to answer questions and mostly 
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all just shook their heads stating that they did not know. On the occasion, however, 
when a child answered correctly, suitable praise was given. 
 
9:00 – 9:30The practitioner instructed the children to gather in their own groups. 
Some children knew to which group they belonged while others were completely lost 
and had no idea who to join. The teacher only then intervened to help group them. 
Due to limited availability of space she was not able to prepare all her materials the 
day before and this resulted in utter chaos. The children were then requested to line 
up and lie on their tummies in preparation for a period of drawing. A sheet of paper 
was handed to each child but she failed to mark each sheet with the respective 
names of the children for later identification. Only then did she start looking for the 
containers for the crayons. Subsequently, only three containers were located that had 
to be shared among twenty four children. To compound the problems being 
experienced, the teacher was given no assistance in her predicament, consequently 
leading to improper instructions being conveyed to the class. The children were 
instructed to draw a shack dwelling but, due to the limited space, she was unable to 
cope with checking whether they could draw or not. This resulted in her not even 
noticing that certain children were lost and unaware of how to proceed. In the 
pandemonium six children in the three years old group were left unattended to thread 
beads that they were provided with.  
 
9:30 -10:00 Snack time. Children proceeded straight to their lunch bags to eat after 
drawing. There was no washing of hands or any supervision of this hygienic necessity 
whatsoever. After their snack they were led to the toilets and then they went outside 
for free play. 
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10:00 -11:00 Children were left to play outside without any adult supervision. The 
practitioner during this time mopped the floor where the children had obviously 
messed during snack time. No cleaner assistant was available to help with the menial 
chores. Children playing on the swing showed a good sense of sharing and took turns, 
each lasting for the duration of ten counts. Children appeared to play well together on 
the jungle gym, slide and swing and no other outdoor equipment was available at the 
centre. The teacher called an end to play time by using a rattle which appeared 
unsuitable as the sound was hardly audible over the normal gaiety and noise of the 
children playing. It took a number of attempts with the rattle, even to the point where 
the teacher had to move among the children to gain their attention.  
 
11:00 – 11:15 Children lined up in front of the teacher who proceeded with song and 
movement. They followed her in this but, as is normal with children of this age, they 
became boisterous and in their excitement they began to shout instead of sing. They 
were politely told to sing, not shout, and they obediently listened to the teacher. 
 
11:15 – 11:45 After second ring the children were requested to sit down. The teacher 
called them by name to distribute puzzles but this took quite some time especially as 
there were insufficient puzzles to go around. She had to compromise by finding other 
means to keep all occupied. The teacher was clearly not prepared whatsoever for this 
ring. 
 
11:45 – 12:00 Story time. She chose a story book and, using the front cover, 
requested of them what it depicted. Receiving suitable answers she did the same with 
the back cover. This led her into reading the story for the children which I noted was 
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not appropriate for the age group. It was long, had no pictures for visual reference 
and was an English story book which she translated into Xhosa. After she completed 
part of the story, she asked questions of the children on what the story was about. 
The story book was split over a two days reading period.  
 
Centre B’s classroom activities 
7:00 – 8:00 Children arrived 
 
8:00 The morning ring started with prayer and then songs that incorporated “counting 
of numbers”. The children then sat down in the form of a circle and the teacher took 
her place in the centre. The theme was about animals and the teacher recapped on 
the lesson of the previous day by asking what animals they remembered. The 
children participated very well and discussed openly what they had learned. When an 
animal was named by a child,  that child was requested to fetch a model of the 
animal from the collection and that appeared to satisfy the teacher that the answer 
given was not a guess. During this time it was noted that some children were only just 
arriving. The teacher welcomed them with a clap of hands and a friendly banter “Late 
comer, Wow, wow, wow, late comer, wow, wow, wow”. The late arrival was then 
invited to find a place and sit down.  
 
9:00 This session started with creativity. The teacher separated the children into three 
groups. Each group was assigned one animal character and each child of that group 
was handed a sheet of paper with their names on to draw the animal character. It was 
noted there were no chairs or tables available. The children were seated on the 
ground and appeared to be very crammed due to lack of available space.  
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9:30 Children were led outside for toilet routine and then told to wash their hands in a 
bucket that was provided for them. Only one towel was provided for all to dry their 
hands. Some children appeared to get impatient waiting for the towel and proceeded 
inside with wet hands. Sandwich packs prepared by the parents of the children were 
then handed out by the teacher for them eat. After their snack the children enjoyed a 
period of free play with access to any toy they could find. They appeared to really 
enjoy this time on their own and ended up either singing or running around in the 
room making a tremendous noise.  
 
11:00 Music ring started. The teacher began by singing a song, moving with the flow 
of the tune, and the children joined in and followed suit. The song was sung in both 
Xhosa and English and made reference to head, shoulders, knees and toes. The 
teacher pointed to each part of the body while singing the song and prompted the 
children to say the name in both languages. The children reacted very well 
throughout. 
 
13:00 Story time started. The teacher read from a Xhosa story book for children about 
animals having a party. She refrained from showing the pictures in the book in an 
open fashion but rather prompted the children to move around her to view the content. 
At the end the children were asked questions related to the story and praised if they 
answered correctly. It was very clear the children really enjoyed every minute of this 
programme. 
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Centre C’s classroom activities 
7:00 Staff arrived and started to clean the classroom in preparation for the day. 
 
7:15 Children started arriving. They placed their bags on the shelves provided and 
went outside for free play under the teacher’s supervision. 
 
9:00 Children were brought back into the classroom by the teacher who instructed 
them to form a circle. The teacher took her place in the centre of the circle and 
proceeded with song. The children followed. The teacher then raised a number of 
questions with respect to the current date, day of the month, month of the year and 
weather conditions. All then joined in another song with the teacher whilst they were 
led to sit in readiness for the morning ring. The teacher then placed a table in the 
middle of the ring and proceeded with her water theme. What transpired from this 
point on was aligned with all the process steps from her interview. It was noted that 
the children participated exceptionally well and showed keen interest throughout. The 
morning ring was presented in Xhosa and English was barely used with the exception 
of a few words only.  
 
9:30 The morning period ended and the children were lined up to go outside and 
wash their hands in preparation for breakfast. Two buckets of water were made 
available for the children to do this. It was noted that a strong emphasis on hygiene 
was imposed by the staff. The children then proceeded to breakfast and porridge was 
served and supplied by the centre.  
 
10:15 Creativities started. The teacher led them outside to do palm printing, asked 
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them to line up, and handed blank paper to each child. A thin paint mixture was 
poured into a large bucket. The teacher then assisted the children to place their right 
hands suitably in the paint for them to make a palm print and further assisted them to 
wash their hands immediately after the process. She subsequently helped each child 
to dry his/her hands. The individual prints were then given back to the respective 
children, in a sequenced order, and they were instructed to hold them until they were 
suitably dry. The children were then led into the classroom and lined up. Each child, 
again in sequenced order, was requested to say his/her name loudly and clearly and 
the teacher gave assistance to each and everyone to write their names on their prints. 
Everything that happened corresponded with the interview and care and concern on 
the part of the teacher was noted in each step of the way.  
 
10:45 Straight after the creativity period the second ring was started. Children were 
lined up to form a large circle and the teacher took her place in the centre. One child 
was singled out to join her in the centre and the other children were told to choose a 
partner from any close to them in the outer circle. Again what transpired after this was 
consistent with the interview. Each song was repeated twice and the duration of song 
and movement continued for fifteen minutes. Immediately thereafter the teacher 
announced snack time which was when pandemonium broke out. In their rush to get 
to their bags and in the confines of the small area, the children pushed and shoved, 
resulting in a few falling and consequently crying. The teacher, however, handled the 
situation well. 
 
11:15 After snack time the children were assisted to go to the toilet. 
11:30 Story time started and the teacher placed a table and sufficient chairs in place 
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and requested the children to sit down, rest their heads on their hands, and relax. The 
children became very quiet and the teacher proceeded by introducing them to the 
story aids, using the dolls and a model car in a puppet fashion. Her story was ad-lib 
and very original. 
 
The children clearly enjoyed the story and participated even to the point of answering 
certain questions raised by the teacher. When questions were correctly answered, 
she led the children into clapping and repeating a phrase “123 China” twice. By this 
time certain children had already dozed off. 
 
The story was rendered in Xhosa throughout but served well for the children. 
Although this programme deviated slightly from what was conveyed in the interview, 
this had no impact on the children. On the whole the day was a complete success and 
was impressive to say the least.   
 
The data indicates that all three centres followed their daily programme for their 
practices and used themes that started with circle discussion. However, they 
appeared not to use the themes throughout the programme. It emerged that the 
themes were only discussed in circle discussion and in the creativity application but 
not integrated into the balance of the curriculum package. In vindication this may well 
have occurred as a result of deprivation of knowledge and needed resources to 
facilitate continuity of the themes throughout. 
 
Centre A’s practitioner (A01) started discussions immediately and without introduction. 
It was found that she did not do any singing or counting to prepare the children for 
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settling in. Children need to have a routine so as to know what they can expect as this 
helps them feel secure and to build trust in the practitioner-child relationship. The 
introduction plays an important role for children and should be implemented prior to 
any questions being raised or asked. The observations revealed as well that centre 
A’s practitioner performed no introduction to the theme and questioned the children as 
if they were expected to know what the theme was about. This left the children 
motionless, uncomfortable and completely lost. Practitioner BO1in Centre B and 
Practitioner CO1 in centre C had a somewhat better understanding of circle 
discussion implementation and with them the children felt secure and responded with 
positive involvement. In general, however, none of the centres had a suitable theme 
or table to give credence to their practice. 
 
The music ring started with the teachers leading into song, without introduction, and 
the children simply followed, imitating what was being sung, without understanding 
what was being conveyed with this approach. No instrument or other aid was noted in 
use to augment the practice and the children just randomly sang with sporadic 
movement to the rhythm of the song. Centres A, B and Chad no control whatsoever 
over the time and the extensive period that was allocated to song left the children 
feeling restless and clearly bored of the activity. 
 
The schedule and routine components of planning can help create a framework of 
security for young children. “Children who are provided with a predictable schedule 
and secure environment are more likely to feel confident about exploring their world. 
Through these explorations, children strengthen their connections to people and the 
environment around them” (Klein, 2002). Hence planning and scheduling are 
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important in early education classrooms (Jackman, 2012). 
 
It was made clear by the classroom observations that the children at centres A and B, 
in most instances, did not understand what was emerging from the next movement, 
leaving them restless and clueless. In these instances the practitioners would raise 
their voices strongly in protest against the children’s distinct lack of attention, short of 
knowing the fault, in fact, lay with them in their approach. The children of centre C, on 
the other hand, knew exactly what their next movement was and this reflected 
admirably on the practitioner’s ability to practice. 
 
4.4.4 Challenges 
4.4.4.1 Poor infrastructure 
Centres A and C were both in very poor condition and comprised corrugated iron 
shanty buildings. Centre B operated from a RDP house owned by the principal. All 
three centres did not have the benefit of proper water facilities or electric lighting and 
only used the natural light of the day that at times seemed unsuitable inside the 
buildings. Centre A had no toilet facility and centre B only had one toilet for the 
plus/minus thirty children enrolled, often resulting in children being led outside for 
toilet routine due to overcrowding. Centre C’s facilities were outdoor pit-hole toilets 
and the children used these without any adult supervision. In my opinion, I deemed 
this practice hazardous and a serious danger to children of that age group as one 
could quite easily lose balance, or hold and still fall in. Essential furniture was either 
non-existent or very limited across the three centres. Centre A and B had no tables 
necessary for the enhancement or facilitation of creative activities for the children. 
Centre C, with 86 plus registered entrants to the facility (only 37 children were present 
114 
 
on the day the researcher conducted the observation) only have seven tables and 27 
chairs at their disposal.  
 
Centre C receives a subsidy from the Department of Social Development and 
consequently is the only centre providing food for the children. The kitchen, however, 
did not provide an acceptable environment in terms of health and safety. It was 
situated next to the three to fiveyear group classroom, did not have a door and the 
gas cookers were at a reachable level of the children. 
  
The classroom arrangements were not setup according to the Department of Social 
Development’s ECD guidelines which suggest it should have a mat or an area for 
morning ring and should contain, among others, a theme table and posters. Further it 
should also have a creative area, a fantasy area, a block or puzzle corner and a book 
corner. No full setup was noted at any of the three centres. 
 
4.4.4.2 Insufficient equipments in outdoor areas 
Centre A was donated a jungle gym with a swing and a slide by a European lady who 
had no need for them anymore and the children appeared to enjoy these facilities 
tremendously. They were, in addition, donated a container that was converted into an 
office through the principal’s church by Cell C. Other than these bare essentials they 
had little else in the form of storage facilities, toys, sandpit, balls, tricycles and other 
requisites for the children. Centre C was very poorly equipped and the only outdoor 
equipment available to them was a swing, which was not functional, and a climbing 
apparatus made from steel bars. Both centres A and C had a vegetable garden patch 
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and they showed a lot of enthusiasm for maintaining it well. Due to limited space 
available, centre B had no outdoor equipment at all at the facility.  
 
All the centres were fenced in, or had a gate, and the ground area was very uneven. 
 
4.4.4.3 Lack of learning environment 
The environment has a strong influence on how people feel and how they act (Carton 
and Allen, 2003). Children learn through interaction with the environment. The 
classroom and outdoor play spaces must be carefully arranged to enable productive 
learning (Seefeldt and Barbour, 1998). Trawick-Smith (1992) found that children are 
happier, more socially and cognitively competent, work longer, use more language 
skills, and engage in more cooperative play in environments that are appropriately 
designed (cited in Carton and Allen, 2003).  They further explain that a well-planned 
environment contains a variety of defined areas where children and adults find 
materials that suggest a particular type of activity (Ibid).  
 
ECD centres in disadvantaged areas normally operate from shanties, shacks or tiny 
RDP houses and normally cater for a large number of children and consequently 
space becomes a huge concern. Most do not have tables or chairs and the children 
have only the floor space available to them for creativity. Music and movement is 
crammed, uncomfortable and tightly squeezed into a tiny space. Children are 
constantly bumping one another and falling, rendering the whole area an unsafe 
environment. 
It was noted that Centre A and B did not have toilet facilities. Children are left to use 
the outside yard area or a bucket as their toilet. Besides being unhygienic, it misleads 
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the children into thinking the practice is normal and the major concern, at this young 
age, is that the model could set in as a lifestyle. It is common knowledge that the 
purpose of education is to set up the right model, with core values, that children may 
learn and progress in a positive manner. 
 
A poor learning environment was found to exist at all three centres. Improper 
equipment both outdoors and indoors served little purpose for the practitioner to 
adequately plan suitable programmes for the children.  
 
4.5 CONCLUSION 
In this chapter we have found how practitioners implement their teaching practices in 
the class and the challenges they face while implement these practices. The lack of 
training has impeded them in providing broader practices due to the deficiency of 
knowledge in the field. The absence of teaching resources, poor infrastructure and 
lack of parental involvement are contributing factors to the huge problem currently in 
prevalent with ECD services in its present state. 
 
Findings from this study to be discussed in chapter five can be summarised as follows: 
Data collected reveals that: 
 The teachers in the practices they apply do not fully understand the full  
concept of ECD development and appear, in the manner they teach, unable  
to link theory to practice. 
 Competency to perform planning and proper methods in daily practice is  
directly linked to the qualification standard of the teachers. 
 The principals of the centres tend to divorce themselves from the daily  
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running and are not giving enough attention in assisting with appropriate  
programme design and curriculum. 
 Poor infrastructure, shortage of resources and aids, limited space and an 
unhygienic learning environment are directly linked to a shortage of funds and  
support from government and are further exacerbated by outstanding school  
fees. 
 The lack of parental involvement impacts negatively on the centres and more  
importantly on the children themselves.  
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CHAPTER FIVE 
DISSCUSSION, CONCLUSIONS AND RECOMMENDATIONS 
 
5.0 INTRODUCTION 
 
This study sought to understand ECD practitioners’ practices for developing 
children’s oral language and physical intelligence in the age group three to five years. 
The study was conducted in three ECD centres in the Buffalo city Municipality. 
Chapter one of the study started by giving the background that contextualized the 
study. The chapter exposed the flaws and challenges encountered in the ECD sector 
for children between three to fiveyears. However, regardless of the challenges, the 
chapter brought to light that a myriad of children, especially in the low socio-economic 
contexts, have no option but to attend centres that offer low quality ECD programmes. 
The chapter argued that it is, therefore, important to understand the undertaking of 
the ECD practitioners in such contexts if we are to improve the quality of ECD 
provisioning in South Africa.  
 
Chapter two reviewed literature with respect to the practices of practitioners in ECD. 
Chapter three justified the methodology.A qualitative approach, an interpretive 
paradigm, and a case study design were adopted in the research study. Data was 
collected through different phases of the collection process, namely: the pilot phase 
and the main research phase. Semi-structured interviews and observation were the 
key methods used for the assembly of data. 
Chapter four presented and analyzed the data. 
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In this chapter the main findings of this study are discussed, conclusions drawn and 
recommendations made.  
5.1 THE MAIN FINDINGS 
 
The main findings are organized according to the research objectives of the study. 
The objectives for ease of reference are duplicated hereunder. 
 
 to explore and understand the types of practices early childhood practitioners 
engage in to support children from three to five years in low socio economic 
contexts acquire physical intelligence. 
 to explore and understand the types of practices early childhood practitioners 
engage in to support children from three to five years in low socio economic 
contexts acquire oral language skills. 
 to understand the underlying reasons and beliefs for practitioners’ choices of 
practices. 
 to understand the factors challenging the ECD practitioners in their practices. 
 
OBJECTIVE ONE: Practitioners’ practices to support children between three to 
five years acquire physical intelligence 
 
Issue one: Free outdoor play with no adult supervision 
 
The researcher found that all three centres allowed the children to play outside 
without adult supervision. This is a cause for concern and there is a strong implication 
for negative development and a serious threat to the safety of the children. By this 
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action the practitioner is not able to monitor the children in play to discover the 
strengths and weaknesses in the development of their physical intelligence. 
 
OBJECTIVE TWO: Practitioners’ practices to support children between three to 
five years acquire oral language 
 
Issue one: Strategies to enhance oral language 
 
Practitioners in this study reported and displayed that they use a variety of practices 
in developing children’s oral language. These included: discussions, storytelling and 
music. 
 
In an early childhood classroom, oral language learning occurs as a result of both 
formal and informal instructional opportunities and interactions. Children engage in 
conversations during independent play and through planned experiences with both 
adults and peers. These opportunities exist throughout all areas of the classroom and 
in a variety of ways. Practitioners play a critical role in providing diverse opportunities 
for children to practice and master these oral language skills, while also guiding 
children’s oral language development with explicit and intentional instruction. They 
must consciously introduce new words, but also ensure that children are receiving 
instruction and support for developing more complex oral language skills, like 
definitional vocabulary, grammar and syntax (Bell and Westberg, 2009). 
 
However, the practitioners had very limited approaches in implementing their 
practices. In all the classrooms visited, practitioners did not pay attention to the fact 
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that in one class they had children of different age groups who have different needs 
and levels of understanding. This was evidence that the practitioners did not fully 
comprehend the concept of developmentally appropriate practices. In some 
classrooms not all the children participated. 
 
OBJECTIVE THREE: Practitioners’ choice of practices 
Issue one: Teaching in parrot fashion 
 
More often than not teaching practices of practitioners are not derived from their own 
thought processes or driven by their enthusiasm or deliberation. They are practices 
drawn from their basic training which are applied repetitively and with very limited 
adaptation to new ideas. This is contrary to what Bourdieu says about social practices 
in chapter 2, section 2.6., especially in respect to using a repertoire of ideas and skills 
for repetitive action points to help children obtain a developmentally appropriate 
foundation in learning. 
 
Issue two: Insufficient planning to run operation 
 
There appears to be little entrepreneurial spirit shown by practitioners in their 
preparation and in their choice or variety of indoor activities for the children. Whilst 
there is a noticeable shortage of outdoor equipment available to most centres, there 
is also no imagination and creativity shown in providing alternate methods for the 
children during outside play. 
Key points: 
a) No preparation of teaching aids. Paints, crayons and paper unsorted and mixed. 
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b) No variety in music activity.  
c) No game design initiative in outside play. 
 
Issue two: incompetence of practitioners in their teaching methods and ability 
 
Practitioners in the disadvantaged areas do not seem to understand the theory 
behind the practice of ECD. They lack self discipline and unwittingly pass on 
undisciplined principles to the children they teach. Objectives and goals are 
misunderstood and misinterpreted and broad concept teaching methods are lost to 
their own ideas and principles. 
 
Issue three: Under qualified practitioners  
 
The educational school levels of most practitioners are exceptionally substandard 
and impede on their capabilities and opportunities for further study. Their design and 
teaching methods flow from what they had learned in their basic training and they lack 
the expertise to diversify. 
 
OBJECTIVE FOUR: Challenges experienced by practitioners in the 
implementation of their selected practices 
Issue one: Lack of teaching aids and resources and the impact on choice of 
teaching practices 
 
Choice in practice and application depends highly on what resources and materials 
are available as aid for practitioners in their teaching practice. Most centres operate 
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with minimal or, at times, no resource material whatsoever, leading to an inferior 
standard in teaching methods being applied. 
 
Issue two: Lack of media and ideas to implement interesting creativities and 
activities 
 
This is closely related to item (b) issue two and issue one above. This point, however, 
refers more to what positive effect certain media can have on children. Here again 
practitioners appear to lack imagination in providing the means. In general children 
become bored with routine and monotony and very soon interest wanes. There are 
numerous books in public libraries and magazines on how media can be used to 
stimulate interest.  
 
Issue three: Time sense in daily programme transition showing negative impact 
on concentration span of children 
 
The concentration span of a child in the three to five years age group normally lasts 
for between 15 and 20 minutes. A child generally will lose concentration when this 
threshold is breached leading to irritability. Coupled with this, any extended transition 
period between one and the next syllabus of the curriculum prompts insecurity in a 
child.  
 
Issue four: Lack of infrastructure  
 
ECD centres in disadvantaged areas have a history of being overlooked and appear 
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inconspicuous by their location and proximity for funding and support. That common 
cliché, ‘out of sight, out of mind’, appears a reality to these centres and the effects are 
noticeable in the inappropriateness and structural condition of buildings, 
overcrowding and the shortage of furniture and outdoor equipment. 
 
Issue five: Lack of resources for learning and teaching 
Lack of resources is a dilemma that is interconnected with a number of the other 
issues presented. The main criteria impacting on resource shortage is the severe 
scarcity of funds and, whilst this appears a difficult hurdle to overcome, part of the 
problem could be alleviated by a little imagination and creative skill.  
 
Issue six: Lack of professional training opportunities 
Practitioners from disadvantaged areas are as poor as others in the communities and 
do not have the finances to enter FET or ABET for training. They rely on government 
funding for the training course held by the ETDP SETA through the DoE and the 
number of trainees is limited for these courses. There is also a long waiting list and 
generally you do not get in unless you know someone in the Department or can prove 
you are from a centre of exceptionally high standard.  
 
Issue seven: Lack of parental involvement 
 
“To educate children is the teacher’s responsibility not the parents’ responsibility”. 
This is a very misguided and common thought among parents and leads to one of the 
main causes of the lack of parental involvement in most cases. This thought pattern 
was made particularly clear when the data was collected.  
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5.1.1 RECOMMENDATION ON ISSUES OF MAIN FINDINGS 
OBJECTIVE ONE: Practitioners’ practices to support children between three to 
five years acquire physical intelligence 
 
Free outdoor play with no adult supervision: The centre should recruit additional 
staff to clean and assist practitioners and rectify the adult-child ratio in the centre. 
This will enable the correct supervision and assist in monitoring children’s 
development at the same time. 
 
OBJECT TWO: Practitioners’ practices to support children between three to 
five years acquire oral language 
 
Strategies to enhance oral language: Practitioners need to continually improve on 
their practices and methods. Fresh ideas and creative flair are keys to children 
learning, and expanding their skills in these areas alone would make a tremendous 
difference. They should also encourage participation from the children and allow them 
the opportunity to share their thoughts and interests in discussions. This is a sure way 
to get their attention and revive interest in conversation for oral development. 
 
OBJECTIVE THREE: Practitioners’ choice of practices 
 
Teaching in parrot fashion: Training in the area of innovative thought stimulation 
might enhance aesthetic design in creativity. Take advantage of what can be learned 
from the children themselves by noting comments and conversations through closer 
observation during their recreation and daily activities. Teachers can enhance what is 
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already taking place in their immediate surroundings. 
 
Insufficient planning to run operation:  Controlling heads of centres need to 
become actively involved in honing the organizational skills of their teaching staff. All 
that is needed is a spark to ignite imagination and this could be achieved through 
books from public libraries or the many volunteers available who would gladly provide 
ideas through an assistance programme on certain days. Preparation and 
imaginative skilled could be improved in leaps and bounds by merely attending to 
these basics: 
 
a) Sort and prepare paints and crayons into separate container (freely available from 
waste material) the day before. 
b) Prepare paper sheets the day before with the children’s names inserted. 
c) Improvise on musical instruments -empty tins, boxes, bamboo and metal tubes. 
d) Design outdoor games for entertainment -leap frog, ring-a-rosy, mulberry bush, 
humpty dumpty, etc. 
 
Incompetence of practitioners in their teaching methods and ability: 
Practitioners need to be knowledgeable or at least have common sense to teach 
young children. They should be guided to make use of public resources such as 
community libraries to gain insight and expand on the areas of understanding in 
which they fail. Workshop sessions with practitioners from other centres would also 
serve as an ideal forum for the exchange of information and ideas. Government or 
NGO assistance should be requested by the centre head for training in character 
building by a facilitator specializing in that field. 
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Under qualified practitioners: Minimum standards should be imposed for school 
leavers wishing to follow this career and they should be thoroughly screened prior to 
acceptance. After acceptance they should serve an apprenticeship as understudy to 
a qualified practitioner and only be in a position to qualify after reaching a NFQ level 4 
qualification.ECD refresher courses should also be made compulsory. 
 
Lack of teaching aids and resources and the impact on choice of teaching 
practices: As a temporary solution, make use of what is freely available. Natural 
resources surround us in the form of plants and trees. Waste material, egg boxes, 
empty plastic vitamin containers and cereal boxes make a good substitute. 
Practitioners may need to be guided in developing handcraft skills and this can be 
done very inexpensively from a volume of books on the subject in libraries. 
 
OBJECTIVE FOUR: Challenges experienced by practitioners in the 
implementation of their selected practices 
Issue one: Lack of teaching aids and resources and the impact on choice of 
teaching practices 
 
Lack of media and ideas to implement interesting creativities and activities 
: Search for ideas from libraries and magazines. Set up meetings with practitioners 
from other centres to share creative ideas. Use media available in immediate 
surroundings. For example, use leaves of trees as stencils for drawing or cut-outs 
from magazines rather than relying only on free hand drawing. 
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Time sense in daily programme transition showing negative impact on 
concentration span of children: A yearly plan should be set before the start of 
school with the flexibility to change or modify according to the needs and interests of 
the children. Adjustments to the plan should be made weekly in advance based on 
the prior the week’s assessment of the children’s interest and concentration span. 
The placement of assistants to the teachers would go a long way in alleviating the 
workload, the teacher child ratio quandary and improve tremendously on idle time 
between subjects.  
 
Lack of infrastructure: Create awareness through media exposure to place 
pressure on government departments for funding and to seek private sector support. 
Find temporary solutions for outdoor play using waste material as a substitute for 
activity equipment, e.g. create an obstacle course using empty containers. Involve 
parents in a support project to collect suitable items to use.  
 
Lack of resources for learning and teaching: Using the internet and the many 
search engines available is a tremendous means to broaden one’s knowledge and 
imagination. Through this platform practitioners could gain valuable insight into 
creative ideas for making inexpensive substitutes for many of their shortages in 
educational material, toys and equipment. Involve the parents to help actively in the 
searches and present ideas to the school. 
 
A concerted effort should be made by the principals, in conjunction with parents, on a 
drive to seek sponsorship from the corporate and private business sector. 
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Lack of professional training opportunities: A practitioner must have the right 
attitude and personality, be enthusiastic, have perseverance and show passion to 
provide a high quality teaching approach. Practitioners should also improve in 
becoming more motivated to make a noticeable difference. Constant effort must go 
into upgrading the image and output quality standard of the centre so as to qualify for 
recognised course funding. Going that extra mile must be group effort and should be 
spearheaded by the principals involved. Attending workshops or conferences and 
promoting the centre to key persons can go a long way in endorsement for the centre.  
 
Lack of parental involvement: Teachers should communicate and share more with 
parents in the mornings and as well when the children are collected in the afternoons. 
A talk book for each child would prove very useful in communicating and conveying 
important information, events and requests for assistance in resource requirements.  
Regular workshop for parents should be held to discuss important topics and exhibit 
the children’s work. Inviting a guest speaker to these workshops to elaborate on the 
importance of parent/teacher relationships could also prove extremely beneficial.  
 
Having conducted this research and worked with ECD practitioners, I believe it is 
worth outlining the importance of the following factors if we are to improve the quality 
of ECD centres in low socio economic areas. 
 
5.2 IMPORTANCE OF A DAILY PROGRAMME 
The importance of a daily programme is to reflect the goals and objectives as well as 
the needs of all the children. A daily programme establishes temporal relationships for 
children that are necessary for children to feel secure. It differs, depending on the 
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programme, to the ages of the children involved (Seefeldt and Barbour, 1998).There 
are various significant ECD programmes that have similar aims in: 
 
 developing young child holistically, including physically, intellectually, 
emotionally, socially, morally and aesthetically; 
 addressing health and nutritional needs of young children; 
 providing positive role models for parents on how to relate to their children; 
 working cooperatively with parents and communities; 
 preparing the young child for success at school and later in life; and 
 prevention, early identification and intervention regarding barriers to learning 
and development. 
 
The application of the aims in daily practice varies greatly and depends largely on the 
skills and knowledge of the staff. It is crucial that an ECD director/school 
principal/head of department or educator be aware of the fact that managing ECD 
programmes is an extremely complex and specialized task (Maris, 2012). 
 
A daily programme is an important guide for the practitioner to implement her 
teaching method and has to consider children’s skill, development and concentration 
span. It also assists the practitioner to smooth the transition stage so as to avoid 
chaos. In South Africa ECD centres have similar daily programme that start at 7:00 in 
the morning and end at 12:00 for half-day centres and go through to 17:00 for full-day 
centres. The programme content (see appendix E) should be child-centred and based 
on the child’s ability.  
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Maris (2012) suggests that programmes for a three to five years age group should 
aim at already preparing a child for schooling at the starting age of three years. She 
further stresses important goals of these programmes that include school readiness 
for ECD, the latter including the development of the child-in-totality as a programme 
goal. The daily programme for this age group is more structured, and opportunities 
should be provided for children to engage in a wide variety of activities, such as 
building blocks puzzles and construction games (Ibid).  She strongly recommends 
adequate time should be planned for indoor as well as outdoor play, and free play as 
well as adult-guided play (Ibid).  
 
All three centres have been assigned a daily programme designed by practitioner. 
However, all three respondents admitted that they design their programme based on 
their training guides. The daily programme is the standard format used by centres to 
show their operation strategies.  The daily programme is designed according to the 
age of the children’s group. It differs for birth to two years and for three to five years. 
For the three to five years group the programme is normally more focused on the 
curriculum to help children develop readiness for Grade 1. The programme should be 
flexible (for example, see appendix E). 
 
5.3 THE IMPORTANCE OF CURRICULUM 
The curriculum that is designed for a specific programme should be characterized by 
a good match or relationship with children’s needs and interests, parental values and 
expectations, community traditions and culture, and teacher characteristics and 
abilities. The four major components that comprise a comprehensive curriculum are 
philosophy, goals and objectives, classroom activities, and child assessment. It 
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includes overall programme goals as well as learning objectives in various areas of a 
child’s development that are referred to as developmental domains, such as cognitive, 
social, emotional and physical (Catron and Allen, 2003). 
 
From the data collected it was found that all three of the centres’ programmes 
contained key elements of the aforementioned paragraph. Namely, morning ring, 
creativities, outdoor play (free choice), second ring, quiet play and story time. All 
respondents, to the best of their ability, attempted to apply developmentally 
appropriate practices in their teaching methods but, unfortunately, much was 
neglected due to limited resources, poor learning environment and a desperate 
shortage of assistants. Restrictions were, therefore, placed on the teacher’s ability to 
provide diversity in technique for creativities, have the variety of choice in musical 
instruments and other requisites, and with the added burden of overcrowding, to 
properly assess the children. 
 
The researcher noted that whilst the respondents complained of having limited 
resources, they showed no imagination in finding an alternative or temporary solution, 
using waste material in the form of vitamin containers, egg boxes or cardboard as a 
supplement to creative activities. 
 
5.4COMPETENCE IN TEACHING AND PLANNING 
The role of the teacher is vital in all aspects of teaching, curriculum planning, and 
personal interaction with each child, parent, colleague, staff member, and all who are 
associated with the facility and particular classroom. The teacher must be up to date 
in her teaching methods and be aware of current trends that are best suited for young 
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children in the classroom and it is, therefore, critical for teachers in early childhood 
education to be properly and completely trained (Taylor 2005). 
 
In researching how education and experience affect teachers of young children, 
Taylor (2005) summarized some factors from a research study conducted by Kontos 
and Wilcox-Herzog (2001). (1) Teachers’ formal education correlates with overall 
classroom quality; (2) specialized education is correlated with effective teacher 
behaviour, and (3) a teacher’s experience cannot be consistently aligned with overall 
classroom quality or effective behaviour.  
 
Literature makes it evident that language is a struggle battle for education in 
disadvantaged areas. There are nine official languages in South Africa but English 
and Afrikaans still remain the two major languages in mainstream urban schools. With 
this in mind, in the disadvantaged areas either children or practitioner are 
communicating in their mother tongue or indigenous language, although by 
classification these are English teaching centres. 
  
There is also evidence in literature that the best time for children to learn any 
language is from three years of age. At this age they grasp, learn quicker, and store 
what is being taught in long term memory. English is an international language and 
enables children to be more competitive in their careers. It is, therefore, essential on 
the whole to learn English, both written and verbal, for progression into higher fields. 
This leads to the fact that language is one of the biggest stumbling blocks for ECD 
practitioners teaching in disadvantaged areas. Practitioners themselves are 
struggling to speak and understand English and tend to teach in Xhosa, only 
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occasionally breaking into a few syllables and words in English every now then.  
 
All respondents interviewed have a wish to go on a training course so as to improve 
their acumen in English. This ideal, however, never comes to fruition due to 
insufficient funding. Government funding is one of the only options available to them 
but the promise of support rarely ever comes about. They are placed in a quandary of 
being placed in line for enrolment by the Department of Education or being turned 
away, after due process, due to the inappropriate qualification standard they have. 
NQF level 4 level training requires a minimum school education qualification of Grade 
11 for acceptance and normally this grade should include a certain degree of tuition in 
English. From the classroom observations it was noted that at each stage of the daily 
programme teaching was executed in Xhosa only. No effort was made to converse or 
give any formal training in English to the children. The researcher in her efforts to 
communicate with the children in English was met with blank stares and a clear 
inability to comprehend what was being said. 
 
5.5 RECOMMENDATIONS FOR FURTHER RESEARCH 
This case study investigated the approaches of ECD practitioners practices in 
supporting children from three to fiveyears in the East London District acquire oral 
language and physical intelligence. 
For further research it is recommended that: 
 A similar study could be conducted with a larger population of ECD 
practitioners in low socio-economic contexts. This study was conducted in 
three ECD centres. 
 An investigation could be conducted into the principal’s leadership and 
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business skill to manage the centre more effectively in the provision of quality 
ECD services. The principals of the three centres in this study seemed not to 
have a full understanding of leadership nor the business skills to manage their 
centres. 
 DoE training strategies could be researched, especially with regard to how 
they reach out to all registered centres and allow participation in training 
programmes. The three practitioners in this study reported that they did not 
obtain regular training from the DoE to enhance their competency.  
 
5.6 CONCLUSION 
From this study one can conclude by highlighting the following pertinent issues.  
Catron and Allen (2003) suggest three key guide points to achieve excellence in early 
childhood development: 
 
 Excellent programs never separate caring for young children from educating 
young children. 
 To provide excellence programs must be flexible and curriculum and teaching 
methods appropriate for the age and development of the children. 
 Quality, compensation, and affordability are three interrelated components that 
are essential to achieving excellence in programs serving young children. High 
quality programs require qualified staff. Qualified staff requires adequate 
compensation. Adequate compensation requires increased funding from a 
variety of sources and cannot be restricted only to fees that parents can afford 
to pay (Smith, 1989, pp. 6-7, cited in Catron and Allen, 2003). 
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Moreover, all stakeholders should work cohesively to upgrade and improve 
ECD sector services so as to make them sustainable and beneficial for current 
and future generations. Should there be no improvement, and conditions 
worsen in this foundation stage of learning, we need to be prepared for a 
further decline in mainstream school education levels with a very serious threat 
looming for the country’s infrastructure and economy through falling future 
population education standards and competency levels. 
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ANNEXURE A: INFORMED CONSENT TO PARTICIPATE 
 
I, Charlene (Ying-Ling) Keir, a MEd candidate at the University of Fort Hare School 
for Post Graduate Studies, am conducting research on the Practices of ECD 
Practitioners for Children from Birth to Four Yearsas part of my academic programme. 
My casestudy is of 3 ECD centres located within the Buffalo City Municipality and as 
part of this process I am inviting you to participate in this research by way of an 
interview.  
 
Should you consent, I wish to give you assurance that any information you may 
provide will be treated as confidential. In so doing your identity will not be divulged or 
made available to anybody other than the researcher. 
 
Thank you most sincerely 
 
Signature……………………… Date……………………….. 
 
I, ………………………………………………………………, hereby consent/decline to 
participate in the study on the Practices of ECD Practitioners for Children from Three 
to Five Years: A case study of 3 ECD centres in Buffalo City Municipality and confirm 
that I understand the contents of this document and the nature of the research 
project. In giving my consent to participate in the research study I understand that I 
am at liberty to withdraw from the project at any time, should I so desire. 
 
Signature…………………………. Date………………………………  
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ANNEXURE B: SEMI-STRUCTURED INTERVIEW GUIDE 
 
1. Biographical information  
 
Name of participant…………………………………………….( A pseudo name will be 
used )  
Gender ………… Age ………… Years as an ECD practitioner …………………… 
Highest qualification: …………………….. ECD group taught ………………. 
 
What ECD practitioners understand of the context of ECD  
 
1. From your experience as an ECD practitioner, what do you think is the 
importance and purpose of having ECD centres for children between 0-4? 
2. What motivates you to work with young children (0-4)? 
3. How were you prepared to work as an ECD teacher? For example, what type 
of training did you receive and how were you trained? 
4. What guides your teaching method in its content assessment of curriculum? 
5. Who designs and is responsible for the design of the curriculum for the centre? 
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Practices for developing children’s oral language and physical intelligence 
 
1. Can you describe for me what your typical day consists of as an ECD 
practitioner? 
2. Can you share with me some of the approaches and strategies you use in your 
class in developing children’s oral language/physical development? 
3. How do you decide on which approach/strategy to use? 
4. Which of the approaches/strategies do you think are effective and why? 
5. How often do you use the identified strategies/approaches? 
6. How do you monitor children’s oral language development/physical 
development? 
7. Where did you learn about the strategies and approaches you use? 
8. If you were trained, how have you adapted or changed the strategies for your 
own children? 
 
Challenges and Successes 
 
1. What are the challenges and successes this organization faces in doing this 
kind of work?  
2. What are the challenges do you as the practitioner face in doing this kind of 
work? 
3. How does the organization deal with these challenges? 
4. How does the practitioner deal with these challenges? 
5. In supporting children develop oral language, what have been the challenges 
and successes. 
6. How do you deal with the challenges mentioned above? 
7. In supporting children develop physical intelligence what have been the 
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challenges and successes? 
8. How do you deal with the challenges mentioned above? 
9. Is there something that I have not mentioned that you would want to share with 
me? 
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ANNEXURE C: OBSERVATION SCHEDULE FOCUSED ON ECD CENTRE 
 
1) Is the proper infrastructure in place? 
2) Are there any resources available for teaching? 
 
 
Date:  _________________________ 
 
ECD Centre: _____________________ 
 
Infrastructure Yes/No Condition, Note, 
Comment 
Indoor   
Building   
Desk   
Chair   
Lighting   
Ventilation   
Storage space   
Kitchen    
Water facility   
Toilet facility   
Theme table   
Theme poster   
Other posters   
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Mat   
Fantasy corner   
Book corner   
Blocks/puzzle area    
Display children’s work   
Display at children’s eye 
level 
  
Low-level storage shelf   
Creative area   
Toys storage   
Teaching aids storage   
Daily programme displayed   
Divided room for baby unit   
Outdoor   
Play ground equipment   
Jungle gym   
Swing   
Obstacles   
Sand pit   
Water play   
Tricycle   
Balls   
Toys   
Garden   
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Level ground   
Safety of environment   
Safety of equipment   
Storage space   
Legal perspective   
Registered with 
Municipality 
  
Receive grant   
Number of children allowed   
Number of children 
attending 
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Observation schedule focused on practices for developing children’s oral 
language and physical intelligence 
 
1) The typical day in an ECD centre for children between 3-5 years : 
Practitioner – children interactions  
2) What teaching aid is available for the teacher to use in implementing the 
teaching practice? 
 
Learning activity Start 
time 
Finish 
time 
Notes, comments or reflections 
1.Morning ring 
1a.Methodology 
1b.Interaction 
1c.Remarks 
   
 
 
 
 
2.Creativities 
2a.Methodology 
2b.Interaction 
2c.Remarks 
   
 
 
 
 
3.Break    
4.Outdoor play    
 
5.Second ring 
5a.Methodology 
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5b.Interaction 
5c.Remarks 
 
6.Quite play 
6a.Methodology 
6b.Interaction 
6c.Remarks 
 
   
7.Story telling 
7a.Methodology 
7b.Interaction 
7c.Remarks 
 
 
 
   
Resources obtained from Buffalo City Collage, 2009.  
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APPENDIX D: PILOT STUDY REPORT 
 
1. Background 
 
In this research, the pilot study was conducted in one ECD centre which was not 
among the ECD centres sampled for the main research but having similar 
characteristics as those of the main study. This was done to make sure that the 
questions set are answerable and that the tools will be effective (Strydom, 2002). The 
pilot study involved one ECD practitioner as the participant and allowed the 
researcher to conduct a preliminary analysis before committing to a full-blown study 
(Strydom, 2002).  
 
2. Negotiation of entry 
 
Within my capacity as volunteer of the Tzu Chi Foundation, I have worked very 
closely with disadvantaged communities and have visited various day care centres in 
disadvantaged areas of the Buffalo City Municipality. This has been advantageous for 
me when it came to choosing the participant and site. The researcher phoned the 
principle of the centre, explained the purpose of the research and arranged a time for 
data collection to take place. It was found the centre was spontaneous and willing to 
participate. 
 
3. Research instrument 
 
The instrument used was the observation schedule and interview guide, which are 
the methods being used in the main research. The better part of the instrument 
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proved appropriate as it addressed the questions that were intended for the main 
study and mostly allowed the respondents to provide rich data and allowed the 
researcher to see interactions between the practitioner and the children and if the 
practices provided are appropriate and reflected upon. 
 
4. Suggested changes 
 
The researcher was happy with the instrument but there were a few questions that 
the respondent did not understand in the terms used in the guide such as 
“assessment of curriculum”, “typical day consists”, “teaching approach” and 
“strategies”. This suggested that the questions need to be rephrased going into the 
main study in order to provide better understanding for questions to be answered. 
Going into the main study, the questions now read, “Can you describe for me what 
your daily work is as an ECD practitioner?” and “Can you share with me some of the 
teaching methods and plans you use in your class? 
 
5. Language used 
 
In this pilot study the respondent mentioned that language is the biggest problem for 
her as most of the children and people she is dealing with are Xhosa speaking. This 
suggests for the researcher to use English and isiXhosa in the main study interview 
process. For this purpose the principal from one of the centres was invited by the 
researcher to act as interpreter as she is known to the researcher by previous 
association in volunteer work when helping other ECD centres in the community. The 
need for an interpreter is crucial to the main study as some practitioners are not fluent 
in English and, whilst they may partially understand, they would find it difficult to 
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express their true feelings in a language other than their mother tongue. 
 
6. Challenges experienced 
 
The pilot phase in general went well but there were some challenges that the 
researcher experienced in the process. During the interview and observation of the 
class there was much distraction and chaos noted due to the start of the new term. 
The children of this new intake were not familiar with the class environment and the 
teacher in like manner was not familiar with the children. The researcher was 
informed by the principal that morning ring would start at 8:00 on 17 January 2013 
and that the practitioner would be made aware of the arrangement for interview and 
observation. On arrival, however, the practitioner stated she had no intention of doing 
the morning ring that week as she was unprepared but willing, on the other hand, to 
do the interview with me nonetheless. This was unfortunate as it is evident from 
literature that the best results of an interview are determined by the process of 
observation as findings or queries accumulated may more easily be clarified in the 
interview. Consequently the researcher made alternate arrangements with both 
principal and practitioner to commence the following day, 18 January 2013, at which 
time it was agreed morning ring and other activities would be properly prepared for. 
 
 
7. Data analysis 
 
Dey (1993) argues the aim of analysis is not just to describe our data. He goes on to 
say we need to describe the objects or events to which our data refers and often we 
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want to do more than describe: we want to know how, and why, as well as what. The 
way we do that is to analyse our data and, by so doing, we go beyond our initial 
description, we transform our data into something it was not (Dey, 1993). In this pilot 
study, data has been analysed so as to give sense to the information the researcher 
collected from the respondents. 
 
Questions in the interview guide were formulated within the context of the questions 
of the main study and during the pilot phase these were found to be in line with the 
study. All the questions in the main study were addressed and responses to the 
theme of the study are as reflected below: 
 
7.1 Practices and planning 
 
“To fail to plan is a plan to fail” is attributed to Robert Wubbolding. In the same vein 
good practice only happens with good planning. Therefore, centres with a respectable 
and good practice ethic normally would start with their preparation and planning a few 
days prior to the official opening for the children. This gives the practitioner and staff 
the opportunity to meet to set up programmes, ensure teaching resources and 
materials are in place and pre-plan activities so as to be ready for the children when 
the centre officially opens for the new intake. The pitfalls of distraction, chaos and 
failure are thereby eliminated or alternatively reduced substantially.  
 
Practices start from the time parents drop their children off at the centre right through 
to the time they are collected to go home. The teacher and children’s interaction 
during this period is called ‘practice’ (Buffalo City College, 2009). 
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7.1.1 Daily programme 
 
The daily programme is the child centre’s approach to operational procedure and 
strategy, compiled by the centre, for running the facility. The programme, in its base 
design, takes into account the specific age group of the children. (see main study, pp. 
94-96). 
 
7.1.2 Curriculum 
 
The morning ring is the start of the daily curriculum. The practitioner sets a theme to 
discuss with children and questions the children on various topics of the theme. She 
raised questions, for example, on how things are made and why they are needed, etc. 
 
7.2 Management 
 
The responsibility for management of the centre falls under the jurisdiction of the 
principal and the practitioner. The principal provides leadership skills and the 
practitioner manages behaviour of the children in the classroom. 
 
7.2.1 Centre management 
 
Proper centre management is reliant on good leadership as this is a binding necessity 
for the provision of quality services. The researcher noted that there appeared to be 
extremely poor processes and management guidance in place at the centre. This 
observation was confirmed by the respondent. 
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7.2.2 Insufficient staff  
 
The respondent mentioned that she was able to handle more than 60 children if the 
class was limited only to a three to four year age group. Unfortunately, however, in 
this centre, the baby unit shares the same classroom area with no subdivision for the 
two age groups. With the mix of eight babies and 20 three to four year children 
sharing one area you are constantly faced with a clash of interests culminating in 
babies crying and infringing on the activities of the elder group. This caused 
frustration and chaos which was noted in the practitioner’s approach to the children 
as the day progressed. The calm and orderly manner of the practitioner inevitably 
gave way to a more aggressive approach which was noted in her raising her voice 
and later shouting at the elder group to bring discipline. Very soon this impacted on 
both groups who became restless and started crying. The respondent, when 
questioned on this behaviour, denied she acted in that manner stating she did not 
believe in shouting methods to discipline children. This clearly demonstrates how 
undefined boundaries and frustration can impact and guide one’s emotions. 
 
7.2.3 Lack of teaching aids or resources 
 
The practitioner felt she was not able to design a broad range of creativities for the 
children due to limited resources and lack of funds which inhibit selective activities. 
 
7.2.4 Class management 
 
The class management is important as it will control the flow and running of each 
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transitional process. 
 
7.3 Communication 
 
The best way to understand each other is through communication. We want to 
understand how things need to be done by that person and this can only be achieved 
through proper communication. Management and parental involvement is, therefore, 
very necessary for good and sturdy practice. The practitioner as well must have 
command of good communication skills so as to enable her to reach her goals in 
respect to running the centre. 
 
7.3.1 Late arrival 
 
The respondent felt it was very difficult to adhere to start the morning with the morning 
ring. This was due mainly to the erratic arrival times of the parents when bringing their 
children to the centre. Often they will arrive after 10:00, long past the pre-planned 
morning ring start at 8:00.The downside of this is that parents still tend to complain 
that their children do not learn sufficiently from the centre’s curriculum and this is 
without realising, of course, that it is their own doing that lay at the heart of the 
problem. A very important part of the daily programme takes place between 8:00 and 
10:00 and these important practices are missed by those late arrivals. 
 
In mitigation to this theory, however, the researcher learnt from the respondent that at 
no stage has a meeting been arranged with the parents to discuss the problem and 
neither has there been a meeting between the principal and the practitioner to 
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address the issue. 
 
8. Findings 
 
Analysis of the above revealed the following: 
 
 Infrastructure of the centre is in a very poor condition. 
 There is insufficient outdoor equipment and teaching aids for the children at 
the centre. 
 No safety provision is in place for either the environment or the equipment. 
 The programme for the centre is not properly planned beforehand and there is 
disparity between principal and practitioner. 
 There is insufficient effort in the planning of activities and there is a clear lack 
of resources/materials. 
 Curriculum can do with a complete revision. 
 Classroom management is poor and unsettled. 
 Centre management needs improvement especially in communication so as to 
improve and enhance the operation of the centre. 
 There is insufficient parental involvement. Parent participation needs to be 
encouraged for better understanding. A closer relationship needs to be 
established between parents and the centre.   
 There is a severe lack of funding from the government and financial support 
from other institutions. 
 Very little support is received from NGOs for teaching aids and utilities such as 
crayon and paper.  
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APPENDIX E: DAILY PROGRAMME FOR THREE TO FIVE YEARS GROUP 
 
DAILY PROGRAMME  
FOR THREE TO FIVE YEARS GROUP 
 
TIME PROGRAMME 
7:00-8:00 Arrival and talk with parents/free play 
8:00-8:30 Morning ring 
8:30-9:00 Creativities– painting, drawing, cutting and pasting, others 
9:00-9:30 Clean up, toilet and wash hands 
9:30-10:00 Snack time 
10:00-11:00 Outdoor play-weather permitting 
Rainy days- indoor play 
11:00-11:10 Toilet routine 
11:10-11:30 Second ring – music movement or instrument 
11:30-11:45 Quiet play – mathematical, educational, etc  
11:45-12:00 Story time 
12:00-13:00 Lunch 
13:00-14:00 Nap time 
14:00-14:10 Toilet routine 
14:10-16:30 Free play or watch video 
16:30-17:00 Tidy up and get ready for parents to collect 
17:00 School closes 
Source: adapted from Buffalo City College didactic textbook, 2008 
 
